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ABSTRACT
The concept of evidence-based practices (EBP) for students with autism refers to a set of
practices that were established based on research evidence that proved their effectiveness in
helping improve functional and academic skills for children who have autism (Wong et al.,
2015). Vision 2030 is an ambitious plan by the Ministry of Education in the Kingdom of Saudi
Arabia (KSA). The ministry has published a new executive framework for the reform of teacher
preparation programs (Planning and Development Agency, 2018). This reform is aimed at
improving the quality of special educators, through the modernization of teacher preparation
programs by focusing on the use of the EBPs that have been globally implemented with marked
success. The first aim of this study was to explore Saudi special education teachers’ perspectives
on the use of EBPs with school-aged students with autism. The second aim of this study was to
gain a deeper understanding of the current practices that teachers are using with students with
autism. These aims were explored through the use of a qualitative research design, involving
seven semi-structured interviews with special education teachers as the primary source of data.
Additionally, 105 survey responses were obtained to gather additional descriptive data to
measure the frequency of the use of each of the 27 EBPs. Within the findings, six major themes
emerged from the thematic analysis examining the teachers’ perspectives on the use of EBPs: 1)
issues of confusion; 2) issues of learning and preparation; 3) issues of implementation; 4) issues
of cooperation; 5) other practices; and 6) methods of learning. The participants shared
comparable experiences but also unique perspectives regarding EBPs and the other practices they
have implemented with their students. The findings demonstrate that there is room for
v

improvement. It is also important to reconsider professional development and pre-service
preparation programs to keep up with the new trends emerging in teaching students with special
needs
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CHAPTER ONE: INTRODUCTION
In 2018, the Centers for Disease Control and Prevention (CDC) reported an increase in the
prevalence of Autism Spectrum Disorder (ASD) over a ten-year period (Aukes, 2018). Based on
a survey conducted by CDC in the United States (US), the ratio of eight-year-old children labeled
with ASD rose to 1 in 59 children (CDC, 2018), as compared to previously released prevalence
rates of 1 in 88 (CDC, 2012). This increase in the identification of children labeled with ASD
mirrors a parallel increase in the enrollment of school aged children considered “on” the spectrum.
The Individuals with Disabilities Education Act 2004 (IDEA, 2004) describes ASD as a
neurodevelopmental (of origin in the brain) disability that significantly affects communication and
social skills, which in turn, negatively impacts academic achievement in children labeled with
ASD. As a result, studies have indicated that during the middle school years, learners with ASD
perform academically on average, five years below that of their peers who are considered
neurotypical (Mohn, 2010). Evidence thus suggests, that teachers are facing difficulties locating
and implementing effective educational practices and interventions for students labeled with ASD
(Horowitz, 2015). Scull and Winkler (2011) have shown that general and special education
teachers struggle to provide appropriate educational programs in part, due to a lack of awareness
of effective research based interventions. Thus, there is a need to increase in teachers, the
appropriate knowledge and awareness to effectively locate and implement learning practices
specifically designed for children with autism (Peeters, 201; Marder & deBettencourt, 2015; De
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Clerq, 2011). These learning practices have been referred in the literature as Evidence Based
Practices, or (EBP).
An EBP can be defined as an instructional teaching program designed by special education
teachers and/or educational experts or researchers, that has led to positive academic (or other)
achievement results when experimentally tested with children with Autism (Mohn, 2010). While
a host of research focuses the problem of low student achievement in some populations with ASD
on students themselves, the use of EBP’s may act to counter such thinking that is rooted in the idea
that an individual is inherently defective. For instance, Liss, Saulnier, Fein, and Kinsbourne (2006)
assert that special education teachers struggle because students with ASD exhibit a kind of loyalty
to repetitive events and repetitive movements that prevent them from concentrating fully on the
learning process. Liss (2006) further suggests that there is an inherent unwillingness in the student
labeled with ASD to change every day habitual activities, and respond without disruption to
environmental change. Too, many assert that individuals labeled with ASD present with such
impaired communication styles that they are unable to understand social cues, thus adversely
effecting social relationships and learning activities with peers (Eaves & Ho, 2008; Orsmond,
Krauss & Seltzer, 2004).
While repetitive activities and atypical communication styles are hallmarks of the ASD
typology, perspectives that embrace these characteristics as positive are beneficial to teachers and
students. By leveraging the knowledge base neurodevelopmental markers provide in terms of
intervention, blame for school failure is removed from the both the individual student labeled with
ASD, and from the teacher charged with making measurable gains (Stewart, unpublished, 2019).
Evidence Based Practices embrace the core characteristics of ASD in the development of effective
interventions. The need to increase teachers’ ability to use EBPs has become a crucial requirement
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in appropriately serving an increasing number of students labeled with ASD (Mazzotti, Rowe, &
Test, 2013). Studies have shown that the evidence-based practices can be used to measurably
improve core academic, communication, and social skills that improve and facilitate the learning
process for school aged children labeled with ASD (Wong et al., 2015).
The role of special education teachers should be to offer and implement a range of researchbased instructional practices and service options for students with ASD. To do so, a special
educator requires the skills to not only access information promising practices in education, but to
apply that information on an individual basis as well (Grima-Farrell, Bain, & McDonagh, 2011).
Special education teachers are traditionally required to attend in-service training on evidencebased practices. Teachers who work with children with autism are included in professional
development and training mandates (Hendricks, 2011). This training is intended to increase
teachers’ knowledge of and capability in implementing EBPs, as identified by the National
Professional Development Center (NPDC).
The Kingdom of Saudi Arabia (KSA) Overview
Interestingly, special education teachers continue to report a struggle to provide appropriate
education programs due to a lack of effective research-based interventions (Scull & Winkler,
2011). Issues concerning student labeled with Autism and special education teachers are prevalent
not only in the US, but in the country of focus for this proposal, the Kingdom of Saudi Arabia
(KSA). Prevalence studies involving nations other than the United States and developed countries
in Europe, have consistently report lower rates of ASD in comparison to the US and other western
nations (Taha & Hussein 2014; Eldin, et al. 2008; Yazbak 2004). Researchers in Saudi Arabia
however, agree that reported statistics of lower prevalence rates could be a result of
misclassification of disability etiology, underreporting of developmental delays by caregivers, and
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cultural stigma concerns (Taha & Hussein 2014; Yazbak 2004). Consistent with prevalence
reporting on gender in ASD in the United States, researchers in KSA have indicated that the ratio
of biological males labeled with autism are likely higher than that of biological females (AlZahrani 2013; Al-Salehi et al. 2009; Al-Gadani et al. 2009; El-Tarras et al. 2012). As of 2012,
there remains no Kingdom wide prevalence rate of Autism Spectrum Disorder in children in KSA
(Amr et al., 2012). Al-Ayadhi and Elamin (2013) asset that the establishment of a Kingdom wide
autism prevalence has not been the priority in terms of research in most Arab countries. Available
literature suggests that in these countries, including in Saudi Arabia, the focus has been on
healthcare services, rather than educational and behavioral services, for individuals labeled with
Autism. (Al-Ayadhi & Elamin 2013; Alqahtani 2012; Hussein et al. 2011). Hussein and Taha
(2013) support this supposition in reporting that the focus in Arab nations has been placed heavily
on the further investigation of the etiology of Autism, rather than educational services related to
ASD.
Consequently, very little research has been conducted to examine the effectiveness of
educational programs for school aged children receiving services under the label of ASD in Saudi
Arabia (Samadi & McConkey 2011). What is known is that school aged children labeled with
Autism are enrolling in schools across the Kingdom of Saudi Arabia, and there is a need for
teachers who are educated and equipped to meet their needs. Around the Kingdom today, students
labeled with Autism, mild to moderate disabilities, and intellectual disabilities are receiving
services in general or regular education classrooms (Hussein & Taha, 2013). There are also private
organizations providing educational and behavioral treatments for students labeled with Autism in
KSA. Some of these organizations (for profit and non-profit) offer training for teachers, clinicians,
and parents, on topics related to Autism (Hussein & Taha, 2013).
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While more and more school aged children labeled with Autism are enrolling in Saudi
schools, there does not appear to be a parallel increase in the number of certified special education
teachers equipped to provide high-quality educational services to this group of students
(Almasoud, 2010). The number of universities providing courses with a concentration in Autism,
has been traditionally very limited (Ministry of Education, 2017). Studies indicate that special
education teachers should specialize in evidence-based practices in order to provide appropriate
educational and behavioral programming with students (Hussein & Taha, 2013).
Given, the Kingdom of Saudi Arabia has begun to prepare special education teachers on
the implementation of evidence based-practices, through pre-service university preparation
programs (Planning and Development Agency, 2018). Data maintained by the Ministry of
Education indicates an increasing trend for enrollment in special education preparation programs,
but not however in Autism specific programs.
To aid in meeting the increased needs to students with ASD, the Saudi Ministry of
Education has invested fiscal resources equivalent to an estimated $2.4 billion to improve student
outcomes overall, with a focus on special education (Saudi-US Relations Information Service
2012). Owing to higher education exchange programs from country to country, a large number of
special education teachers have been sent from Saudi Arabia to universities around the world for
preparation. These teachers are then returning to SA with needed knowledge in the area of special
education (Al-Mousa, 2010). Given, Saudi Arabia has established in-country training on evidencebased practices in some special education preparation programs around the Kingdom (Ainsleigh
2009; Kelly, & Al- Haddad 2014). One example of this knowledge and skills exchange can be
found in the Center for Autism Research (CFAR) partnership between KSA and the University of
Nevada established in 2013. The partnership enables educators from Saudi Arabia to earn
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agraduate degrees in Applied Behavior Analysis (ABA). Around the globe, ABA is a universally
accepted and highly utilized evidence-based practice under the Autism spectrum (Fuller 2014;
CFAR 2014).
Statement of the Problem
Although the trend towards a more focused plan of teacher education for EBPs, evidence
in the literature conflicts regarding teacher education, the use of evidence-based practices, and
student outcomes. With the existence of EBPs, there is a concern that special education teachers
and school specialists remain largely unable to identify effective practices and implement them
towards more than minimal measurable progress (Aldabas, 2015; Brock, Huber, Carter, Juarez, &
Warren, 2014; Leko & Brownell, 2009). Given, universities in KSA have begun to focus more on
preparing special education teachers using evidence-based practices (Hussain, 2010). There is now
both a forum and a hope for improvement in special education teacher preparation in Saudi Arabia.
Significant reform efforts often take time to manifest in the broader context to which they were
designed. So, as with the United States, special education teachers in KSA continue to struggle in
the identification and implementation of evidence based practices.
Consequently, on the Saudi national landscape, there is very limited available research
having evaluated pre-service preparation programs, especially in the area of special education (AlMousa, 2008). It is thus difficult to evaluate which universities in the KSA are preparing teachers
to use evidence-based practices with students with Autism, and what the components of said
programs are. The research around in-services teachers is similarly lacking. There exist no
scholarly investigations seeking specifically to understand teachers’ perspectives in regards to
EBPs or other effective practices. What is available in Saudi Arabia regarding special educators
is limited to the basic preparation of special education teachers (Kelly, et al., 2016), and teachers'
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etiological knowledge of autism (Haimour, Abdulhade, & Yahia, 2013; Mousa, 2010), and basic
pedagogy (Alothaim, 2017). With what Saudi Arabian officials refer to as an emerging “productive
era,” and a new cultural orientation towards the field of special education in KSA, combined with
an increasing number of students labeled with autism enrolling in schools, published empirical
research remains rare in regards to the use of evidence-based practice with students with autism
(Alothaim, 2017). As of the submission of this proposal, no specific research could be identified
that has been conducted to explore special education teachers’ perspectives about the 27 EBPs
specifically designed for students labeled with Autism in Saudi Arabia.
Purpose of the Study
Today, many countries around the world have adopted the idea that educational approaches
used by teachers of students with special needs, are best supported with public funds if they are
evidence-based practices, as in Britain and the U.S. for example (Biesta, 2007). One reason for
this adoption of EBPs could be because a number of evidence-based practices have been proven
effective by research standards that can be replicated, when working with students with special
needs (Odom et al., 2003; Sansosti, & Sansosti, 2013). The value of using evidence-based practices
with students with Autism is a key theoretical will construct underlying this study.
Saudi Arabian teacher education preparation programs across the Kingdom have adopted
evidence-based practices (EBPs) and report that they have fully integrated those objectives into
most of the special education programs that specialize in autism and other disabilities (Althabet,
2002). However, no studies have been completed in Saudi Arabia since the introduction and
integration of EBPs into the educational system. The same holds true for special education
teachers’ perspectives about effective practices when teaching students on the Autism spectrum.
This gap in the literature may create further issues in the KSA regarding knowing how to develop
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appropriate special education preparation programs that are effective in improving student
outcome. This gap may also lead to other issues in appropriately addressing student needs (Ferreri
et al., 2016).
Therefore, the purpose of this study is to explore Saudi special education teachers’
perspectives about EBPs with school-aged students with autism. Another aim of this study is to
gain a deeper understanding of current practices that teachers are using with students with autism.
The contribution of this study to Saudi Arabian education research is two-fold: First, there is the
hope that data from the study will help to eliminate pedagogical and skill barriers facing teachers
about EBPs by clarifying how teachers of students with autism perceive the 27 practices; and
second, this study may provide critical information that university faculty can use to enhance preservice preparation programs to effectively support the use of EBPs in the classroom.
Research Questions
The study focuses on Saudi special education teachers’ perspectives regarding evidencebased practices that may be currently in place classrooms. Considering the lack research in this
area, the study will be guided by the following research questions:
Primary Research Question - What perspectives do Saudi special education teachers hold about
the 27 specifically designed for students with ASD?
•

Sub question 1: How frequently do Saudi special education teachers of students with autism
use the 27 Evidence-Based Practices with their students?

•

Sub question 2: How do Saudi special education teachers talk about the 27 Evidence-Based
Practices?

•

Sub question 3: How do Saudi special education teachers of students with autism talk about
the use of any or all the 27 Evidence-Based Practices?
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•

Sub question 4: How do Saudi special education teachers of students with autism talk about other
practices in teaching their students?
Significance of the Study
Vision 2030 is an ambitious plan of the Ministry of Education in Saudi Arabia (Planning
and Development Agency, 2018). The ministry has published a new executive framework for the
reform of teacher preparation programs Arabia (Planning and Development Agency, 2018). This
reform is aimed at improving the quality of all teacher education, including that of special
educators, through the modernization of teacher preparation programs in cooperation with Saudi
universities.
This operational framework focuses on practical program design steps to ensure graduates
meet stated competencies. To help teachers better meet these competencies, teacher preparation
programs going forward in KSA, will be designed with a heavier emphasis on the pedagogy versus
theory. It is reported that these courses will provide training specifically on practices supported by
scientific evidence, and that have been implemented globally with marked success (Barnhill,
Polloway, & Sumutka, 2011). To support this new executive framework, future research should
address Saudi special education teachers and perspectives they hold about evidence-based
practices. policymakers in the ministry of education, and Saudi university faculty members who
are in charge of developing this new framework of teacher preparation programming, need
ongoing data in order to make continuous improvements (Ferreri et al., 2016).
Given, the results of this study are expected to be beneficial for three reasons. First, the
study will explore the current 27 EBPs that special education teachers are using in the classroom,
which may support future reform objectives of pre-service teachers’ training to consider other
practices. Second, this study will explore what current practices teachers are using with students
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labeled with ASD in the classroom, which will help explore if these practices are evidence based
or not, as well as why teachers use what they use in terms of interventions. Students labeled with
ASD may not achieve the desired educational progress when special education teachers are
delivering their learning support without implementing EBP (Brock et al., 2014). So finally, this
study attempts to explore Saudi special education how teachers’ preparation programs support or
fails to support, teachers’ use of evidence-based practices when working with students labeled with
Autism. In essence, gaining more information on teachers' perspectives will help to increase the
design quality for future preparation programs (Dixon, 2011).
Conceptual Framework
Educational researchers often use one or more theories to justify a research choices and
decisions (Lodico, Spaulding, & Voegtle, 2010). The framework conceived of for this study is
guided by three theories: Albert Bandura’s (1977) Social Learning theory, Vygotsky’s (1978)
Sociocultural theory, and Lindeman’s (1926) Adult Learning Theory.
To begin, the term evidence-based practices was developed by Archie Cochrane in the field
of medicine in 1971 (Shah & Chung, 2010). The spirit of this term in use first in medicine, and
later in education, is the assumption and assertion that practice is safer and better when supported
by research, for any practice used by doctors and nurses when working with their patients (Shah
& Chung, 2010). In education, the concept of evidence-based practice was first applied in special
education by Odom, and has been especially leveraged in the area of Autism (Odom et al., 2003).
In 2007 the office of special education in the U.S. established the NPDC to enhance and support
the use of EBPs in with students with autism (Odom et al., 2010). Additionally, to address students'
needs, these practices have been embedded into classroom instruction by teachers (Marsh Hollins,
2013). This application and following federal guidance, gave rise to mandates for teachers to stop
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using disproven practices (Herron, 2017). Despite EPBs having a research base, evidence suggests
teachers are still not implementing them to a degree that is changing the face of student outcomes
in special education. This fact begs the question, what factors hinder teachers from being effective
using evidence-based practices.
In the case of Saudi Arabia, where publicly funded schools are not required (as in the US)
to use public monies only on research based interventions, one possible explanation may lie within
Albert Bandura’s (1977) social learning theory, which indicates that the only way people learn is
from one another, and through observation in social situations. Social learning theory would posit
then, that teachers use practices that they observe their colleagues using. Therefore, when a teacher
sees other teachers implementing evidence-based practices that benefit students, he or she will use
them with his or her students (Herron, 2017). On the other hand, teachers are less likely to use
evidence-based practices if they do not observe any implementation of EPBs around them (Herron,
2017). In addition, teachers as learners, become skilled when reproducing new behavior if they are
provided with opportunities to practice that behavior (Bandura, 1977). Wherein no EBPs are being
implemented, exposure to the same is by default non-existent.
In addition, teacher experience is thought to play a role in fidelity of implementation.
Vygotsky’s Sociocultural theory, which is largely aligned with Bandura’s Social Learning Theory,
assumes that previous experience and collaboration with more experienced people, benefits novel
skill acquisition. Sociocultural theory identifies two situations that may create difficulties among
teachers who try to use new teaching strategies with their students. The first scenario is wherein a
teacher lacks past experience and the knowledge needed to use a new teaching strategy. The second
scenario is that a teacher did not receive enough, or the appropriate, training on how to apply these
practices (Vygotsky, 1978; Vygotsky, 1986). These two circumstances then limit teachers’
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experiences with implementing new strategies, and drive them to use strategies they already have
an implementation legacy established in, and may seem to improve student’s academic
achievement (Bandura, 1977).
Consequently, the question emerges regarding how teachers are being taught in
professional development and pre-service preparation programs. These programs represent adult
learning programs. According to the Adult Learning Theory forwarded by Lindeman (1926), a
curriculum needs to focus on adult students’ interests and needs. Many researchers believe that to
increase the benefits for teachers of professional and post-secondary education, teacher education
programs should be based upon principles of effective adult learning (McCaughtry, et al., 2005).
The Pedagogy model by Knowles, Holton, and Swanson (2005) is broadly consistent with adult
learning theory principles, and focuses on elements of how adults learn. The theory suggests that
program designers in adult learning should create opportunities for training and learning
experiences, versus solely classroom based learning activities. A number of adult learning theorists
have reported that professional development and pre-service preparation programs are not
effectively preparing teachers for the reality of teaching, in part owing to the program design faults
(Billingsley, 2004; Feiman-Nemser & Remillard, 1996; Scheuermann et al., 2003). Scholars have
further indicated the importance developing in-depth understandings of special education teachers'
perspectives, to determine what prevents them from implementing EBPs. This information is
through to be critical to shaping a better understanding of the research to practice gap in the
effective implementation of EBPs by in-service special education teachers. This supposition is
supported by a series of studies that have indicated efforts to increase the quality of any special
education programs, should include outcome data from research about teachers' perspectives
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(Dixon, 2011; Lave, Wenger, 1991; Hudson et al., 2016; Herron, 2017; Slocum et al., 2014;
Vygotsky 1978).
Definition of Key Terms
Evidence-Based Practices (EBPs)
Evidence-Based Practices (EPBs) refer to interventions that have scientifically proven their
effectiveness based on high-quality research (Odom et al., 2003; Ley Davis, Geddes-Hall, & Test,
2017). In order for an intervention to be considered an evidenced-based practice, it must have meet
generally accepted and universally established requirements, which are, “(a) at least two
experimental or quasi-experimental group design studies carried out by independent researchers,
(b) at least five single case design studies from at least three independent investigators, or (c) a
combination of at least one experimental and one quasi experimental study, and three single case
design studies from independent investigators” (Wong et. al., 2015, p. 1956). The National
Professional Developmental Center on Autism Spectrum Disorder (NPDC) supports the use of
EBPs, as well as the No Child Left Behind Act (2002), and the Individuals with Disabilities
Education Improvement Act of (2004). Implementing EBPs with students with Autism has been
reported as beneficial to student academic outcomes (Simpson, 2005).
Autism Spectrum Disorder (ASD)
The Individuals with Disabilities Education Act 2004 (IDEA, 2004) describes Autism
Spectrum Disorder (ASD) as a neurodevelopmental disability that significantly affects
communication and social skills, and which may negatively affect academic achievements and
quality of life for children. The Centers for Disease Control and Prevention (CDC) define ASD as
a "developmental disability that can cause significant social, communication, and behavioral
challenges" (Centers for Disease Control and Prevention, 2018, para. 1). Autism criteria listed in
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the Diagnostic and Statistical Manual of Mental Disorders (DSM-5) for the American Psychiatric
Association (APA), indicates that students labeled on the of Autism Spectrum have the ability to
learn if supported with EBPs (Camarata, 2014).
Diagnostic and Statistical Manual of Mental Disorders (DSM). is the product utilized in
the U.S for more than 10 years as a diagnose guideline in classifying and defining mental health.
In their latest version DSM-5
Professional development. In the field of education, professional development can be
defined as a time limited or short period of training aimed to enhance in-service teachers' skills in
the implementation of methods and practices used to provide services for students (Smalley, Certo,
& Goetz, 1997). In 2008, the NPDC defined professional development as a facilitated learning
process that supports increasing an individuals knowledge, and transferring this knowledge to
actual practice to meet academic standards (Buysse & Hollingsworth, 2009). For the purposes of
this study which will be conducted in Saudi Arabia, professional development on EBPs will
include any type of in-service training that occurs at workshops, conferences, and ways of selflearning.
Pre-service preparation
Saudi Arabian pre-service preparation represents university four year undergraduate
programs designed to prepare college students to work as a special education teachers after
graduation (Al-Mousa, 2010). Teachers who graduate from these university programs will be
considered by the Ministry of Education in SA as qualified to serve students with disabilities,
including those labeled with ASD, and hold full time jobs in public and private institutes. (AlMousa, 2010).
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Teachers' perspectives
Teachers' perspectives are teachers’ interpretations of contextual topics. These topics are
specific to whatever is being investigated and often includes interpretations of curriculum used in
the classroom, teacher responsibilities, experiences around being a teacher, ways of teaching, and
the like (Collins, Selinger, & Pratt,2005). For this study, teachers' perspectives refer to special
education teachers’ interpretations on the use of evidence based practices with students with
Autism, and any applicable accompanying professional development.
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CHAPTER TWO: LITERATURE REVIEW
Special Education in Saudi Arabia
Saudi Arabia is one of the leading Arab countries in the use of modern educational methods
for students with special needs (Sami, Hawazen, & Dina, 2015), in which modern techniques that
focus on individual differences are applied within a less restrictive educational framework. The
Kingdom has taken great steps to include individuals with special needs in the general education
environment. A number of local nonprofit organizations have undertaken the task supporting the
wheel of special education alongside the official authorities. These organizations include Prince
Sultan Bin Abdulaziz Charitable Foundation, Prince Salman Center for Disability Research, and
Association for the Care of Children with Disabilities (Al-Mousa, 2010).
As discussed early in chapter one, few studies have been conducted in area of ASD. Based
on a meta-analysis from 1990 to 2014 there were 42 studies conducted concerning developmental
disabilities. This number included all Arab countries, not only Saudi Arabia (Alkhateeb et al.,
2016). The Saudi Ministry of Education has been interested in this category since 1990 when the
King Faisal Specialist Hospital and Research Center registered a significant increase in the number
of children identified with autism and in need of special education services. Special services have
been offered in some centers and schools around the Kingdom since 1998 (Alshehri, 2018). The
first three programs were offered in Riyadh, Jeddah, and Dammam city. By 2002, there were 22
programs in different cities due to increasing referrals of students with autism (Alshehri, 2018).
However, due to the limited number of institutions and specialists in the area of ASD, some
families had to be on waiting lists in order to access educational and behavioral services for their
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children, while others had to travel outside of the Kingdom to find the appropriate services for
their children (Abusukkar, 2014).
Recently, Saudi Arabia's desire to provide more educational services for students with
autism strengthened, and there has been a significant development in progress. In 2010, there were
around 78 Ministry of Education (2014) programs, including schools and private organizations,
providing educational services for students with ASD. In 2014 more than 2,000 schools were
active in providing special education services for most disability categories, with a total of 5,000
classrooms serving both male and female students with special needs (Alnahdi, 2014). The
estimated number of students with autism in Saudi Arabia is 35,000 (Battal, 2016), who receive
their educational services in classrooms and various centers. Alnemary et al. and others reported
that 42% of children with autism receive their services in private schools and 14% receive
treatments in public schools (2017). Most importantly, the number of special education teachers
holding bachelor’s or master’s degrees with focuses in ASD has increased to meet the shortage in
some urban areas. In fact, today, across the country, approximately 746 public schools have
students with disabilities, including autism, in their classes (The Directorate General of Special
Education, 2007). All higher education institutions have also opened their doors to increasing the
enrollment rate for students with disabilities in all majors (Al-Mousa, 2010).
Special Education Teachers in Saudi Arabia
Saudi universities have contributed in preparing special education teachers since the early
1980s (Al-Mousa, 2010). Currently, there are 27 universities around the Kingdom, and most of
these universities offer graduate and undergraduate degrees in special education, including the
internship (Ministry of Education, 2017). However, the global interest in developing special
education programs has created many challenges for the criteria for preparing special education
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teachers in Saudi (Sami, Hawazen, & Dina, 2015). Hence, it is important to reconsider professional
development and pre-service preparation programs to keep up with the new trends of teaching
students with special needs (Sami, Hawazen, & Dina, 2015). One of these trends is preparing
special education teachers to select and implement evidence-based practices during their university
preparation program (Marder & deBettencourt, 2015; Scull & Winkler, 2011).
In 2002, Althabet evaluated the efficiency of the intellectual disability program in
preparing special education teachers at King Saud University. This evaluation focused on program
coursework, internships, and professors’ teaching skills (Althabet, 2002). A total of 255 special
education teachers who graduated between 1992 and 2000 responded to the survey. All
participants, including recent graduate teachers, indicated that the program coursework had no
positive impact on their teaching skills. In 2010, Hussain evaluated the special education program
in the same department for pre-service teachers who specialized in autism. Teachers reported that
they felt underprepared for working with students with ASD because they were provided with very
limited resources concerning how to implement strategies for ASD in their internships. Teachers
who graduated from this program also lacked skills for writing an Individual Education Plan (IEP)
and had limited knowledge of students with multiple disabilities. After four years of preparation,
this program left pre-service teachers unprepared to work in the classroom (Hussain, 2010).
Regarding special education teachers' preparation programs, Alzahrani and Brigham
(2017) examined the level of satisfaction of 180 pre-service teachers with the effectiveness of their
preparation in the area of autism among 13 public Saudi universities. The same survey instrument
(Hussain, 2010) was replicated to obtain information about teachers' satisfaction in several
different areas: (1) internship, (2) coursework and professors’ grading, and (3) professors’ teaching
skills. The results indicated that 97% of the pre-service teachers agreed that their coursework

18

should be updated, while 85% agreed on the nature of these courses being very theoretical. The
results also indicated that 84% of participants felt that these courses did not even enhance their
skills with students with autism. Specifically, 46% of participants indicated a lack of training on
assistive technology, one of the evidence-based practices used to support students with special
needs (Alzahrani & Brigham, 2017).
Alnahdi (2014a) explored teachers’ perspectives on their training to work with students
with autism. Six hundred teachers from 30 different schools responded to this survey. A ratio of
74.5% of participants indicated that, during their preparation period, they did not receive adequate
training on how to create academic goals for a student with autism. Over 75% of teachers reported
that they were not well prepared for providing transition training for their students and that they
would need to more comprehensive training to be capable of working within this category
(Alnahdi, 2014a).
However, far too little attention has been paid to the topic of special education teachers’
perspectives in general. Most of the Saudi literature has focused more on the aeries of teachers’
knowledge and understanding. For instance, Alothaim (2017) interviewed seven special education
teachers who work with students with autism. This interview intended to explore teachers'
knowledge of and beliefs about ASD, their teaching skills, and their perceptions about how well
the preparation programs prepared them to work with students with autism. The results indicated
that even though teachers have positive attitudes toward these programs, they were shocked when
working in actual classrooms. Some teachers indicated that they are unable to provide any services
to meet the academic needs of students with autism. Other participants mentioned that they were
trained on how to use specific interventions for students with autism during the one-semester
practicum time offered by their program. Other teachers have criticized the quality of their
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coursework because of the emphasis on theory, which is sometimes inconsistent with the real needs
of students because of a lack of useful interventions (Alothaim, 2017). It seems that some
preparation programs do not offer enough resources and time for practice or field experiences for
their students.
Theoretical knowledge of the spectrum is important for all teachers but needs to be
embedded within the practical path, which teaches how to implement evidence-based practices to
result in significant progress for the students (Attwood, 2011; Bascom, 2012; De Clerc, 2011).
Participants were also asked if they had partaken in professional development after they graduated
from their preparation programs. As teachers have mentioned, the strength of professional
development is that they can apply what they have learned directly to the classroom. Some teachers
believe that professional development courses were equivalent to their undergraduate studies,
while others benefited from these professional development courses as they provided them with a
chance to discuss experiences with other teachers (Alothaim, 2017). Clearly, special education
teachers require knowledge and pedagogy instruction in order to be successful in teaching students
with disabilities (Brownell, Ross, Colon & McCallum, 2003).
Lastly, Subihi (2013) examined pre-service special education teachers’ knowledge of
Augmentative and alternative communication (AAC) (Costigan & Light, 2010) among 30
participants in the Saudi city of Jeddah. Participants were part of different pathways with different
specializations: for example, mental disability, speech-language disorders, and autism disorder.
The study aimed to explore whether pre-service teachers’ unique specializations would impact
their knowledge and understanding of the practice. The survey included some basic questions
about AAC, such as, what are the functions that AAC serves? Is there any age limit for AAC use?
And what are disabilities necessitate the usage of AAC? First, the result of this study indicated
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limited knowledge about AAC among all participants. Second, there were no influential variables
found between participants' knowledge and their various tracks of study (Subihi, 2013).
Evidence-Based Practices (EBPs) with ASD
The concept of Evidence-Based Practice (EBP) for students with autism refers to a set of
practices that were established based on research evidence proving their effectiveness in helping
improve functional and academic skills for children who have autism (Simpson, 2005; Stahmer &
Aarons, 2009; Wong et al., 2015). Today, the field of special education strongly supports the use
of EBPs due to the positive outcomes when implemented with students (Odom, ColletKlingenberg, Rogers, & Hatton, 2010).
Regarding how these EBPs came about for children with ASD, the National Research
Council (NRC) released a document in 2001 supporting the use of evidence-based interventions
with students with ASD. The NRC report also calls to put interventions that used with ASD into
different categories based on treatments goal and its efficacy level. Samuel Odom and colleagues
in 2003 contributed to the classification of ASD interventions and commonly used practices by
dividing them into three categories: “well-established evidence of effectiveness, emerging and
effective practices, and probably efficacious practices” (2003). There have been comprehensive
studies of literature to identify the most positive EBP for students with autism (Wong et al., 2015).
The most important studies were conducted by two different organizations. The first study,
conducted by the National Standards Project (NSP), was published by the National Autism Center
(NAC) and contains a literature review from 1957 to 2007 (National Autism Center [NAC], 2009).
Based on certain criteria, the NAC found 11 interventions that were effective for students with
autism and considered to be established treatment (Wilczynski, 2017; National Autism Center,
2009). The number of interventions that have positive outcomes for students with autism had

21

increased to14 by 2012 (NAC, 2015). All 14 studies have been evaluated in terms of each
practice’s quality and strength using a scientific merit rating scale (SMRS) (Buron & Wolfberg,
2014).
The second organization is the National Professional Development Center on ASD
(NPDC-ASD). Based on a literature review from 1997- 2007, the NPDC, in 2009, found 24
effective practices for students with autism (Buron & Wolfberg, 2014). By 2014, the center had
classified 27 focused interventions as EBPs, and the NPDC is currently working on a new
systematic literature review covering the last six years (2012-2017) to find more effective practices
to meet the needs of children with autism (National Clearinghouse on Autism Evidence and
Practice, 2017). These 27 EBPs are grouped conceptually into six categories found in Table 1
which are (1) Fundamental Applied Behavior Analysis Techniques, (2) Positive Behavioral
Interventions and Supports, (3) Social-Communication Interventions, (4) Teaching Strategies, (5)
Cognitive Behavioral Intervention, and (6) Technologically Oriented Interventions (Odom, &
Wong, 2015).
Table 1
Current Evidence-Based Practices, Grouped Conceptually
Fundamental Applied Behavior
Analysis Techniques

Positive Behavioral
Interventions and Supports

•
•
•
•
•

Reinforcement (R+)
Prompting (PP)
Time Delay (TD)
Modeling (MD)
Task Analysis (TA)
•
•
•
•
•
•

Functional Behavior Assessment (FBA)
Antecedent-Based Intervention (ABI)
Extinction (EXT)
Response Interruption/Redirection (RIR)
Differential Reinforcement of Alternative,
Incompatible, or Other Behavior (DR)
Functional Communication Training (FCT)
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Table 1 (Continued)

Social-Communication
Interventions

•
•
•
•
•

Social Skills Training (SST)
Peer-Mediated Instruction and Intervention
(PMII)
Social Narratives (SN)
Structured Play Group (SPG)
Picture Exchange Communication System
(PECS)

Teaching Strategies

•
•
•
•
•
•
•

Visual Supports (VS)
Discrete Trial Teaching (DTT)
Naturalistic Intervention (NI)
Parent-Implemented Intervention (PII)
Pivotal Response Training (PRT)
Scripting (SC)
Exercise (ECE)

Cognitive Behavioral
Interventions

•
•

Self-Management (SM)
Cognitive Behavioral Intervention (CBI)

Technologically Oriented
Interventions

•

Technology-Aided Instruction and Intervention
(TAII)
Video Modeling (VM)

•
(Odom, & Wong, 2015 p.15).

These evaluation criteria were also drawn from other scholars’ works (Nathan & Gorman,
2002; Rogers & Vismara, 2008; Horner et al., 2005) Notably, there are many studies that have
demonstrated the effectiveness of using EBPs with individuals who have autism. The next section
of this chapter includes some findings from when EBPs have been implemented with students with
ASD.
Technologically Oriented Interventions. Video Self-Modeling (VSM) is one of the
important strategies that help children with autism address behavioral functioning, social
functioning, and communication (Bellini, Akullian, & Hopf, 2007). Based on meta-analysis
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conducted by Bellini et al. (2007) among 73 participants. VSM was found to be effective in
increasing social-communication skills and functional skills as well as behavioral functioning in
both children and adolescents with autism. Other evidence has suggested that VSM may enhance
conversation skills in children with autism when compared with other strategies (Sherer et al.,
2001). These positive results are found because children with autism are often more engaged in
learning processes involving visual prompts (Cihak, Smith, Cornett & Coleman, 2012). VSM, in
general, has been found to be significantly effective for the generalization of a variety of skills,
including those involved in school readiness, academia, vocation, and joint attention (Wong et al.,
2014).
Social-Communication Intervention. The NPDC-ASD considers Picture Exchange
Communication system (PECS) “an augmentative and alternative communication” (AAC) system
(NPDC, 2017). This practice can be used by teachers and families in variety of settings (ColletKlingenberg, L., 2008). The NAS school database indicated that PECS is used in most schools in
the UK to improve children’s communication skills (National Autistic Society, 2005). In 2008
Schlosser and Wendt conducted both a quality assessment and a quantitative systematic review to
evaluate the effectiveness of PECS. Based on this review, PECS was found to be highly beneficial
in teaching students with ASD (Schlosser & Wendt, 2008). Additionally, Lancioni and colleagues
in 2007 evaluated the effectiveness of PECS among 170 children with autism. The result indicated
that this intervention enhances participants’ ability to make requests. Furthermore, Preston and
Carter (2009) examined the efficacy of PECS and found similar results, which showed of the
positive outcomes for children with autism in communication and other speech skills. Most
research that has examined the effectiveness of PECS has found significant increases in
communication skills (Bondy & Frost, 1994).
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Teaching Strategies. Discrete trial training (DTT) is an intervention used to simplify the
teaching process of students (Sarokoff & Sturmey, 2004). This intervention has been used to
enhance the developmental and educational outcomes of individuals with autism (Lovaas, 2003;
McEachin, Smith, & Lovaas, 1993; Smith, 2001). In addition, DTT is one of the practices that can
support students with autism in acquiring language skills, such as receptive and expressive
language, as well as emotional and social skills (Downs & Smith, 2004). This practice has been
shown to lead to significant progress when implemented for 30-45 minutes each school day for a
year with students with ASD who demonstrate developmental delays in communication, motor
skills, and language (Downs, Downs, Fossum, & Rau, 2008). Other research examining the
practice indicated that 47% of children with autism who enrolled in one-to-one DTT showed
significant academic progress (Lovaas, 1987; McEachin, Smith, & Lovaas, 1993).
Fundamental Applied Behavior Analysis Technique. Task Analysis (TA) is another strategy
that is used with students with autism to help teach a complex behavior by breaking it down to
smaller tasks (Alberto and Troutman, 2006). The literature indicated positive outcomes for
children with autism when using TA to improve daily living skills (Cooper, Heron, & Heward,
2007). In 2004 Thiemann and Goldstein used TA to enhance communication skills in children with
autism. TA also can be embedded with other interventions increase effectiveness. Parker and
Kamps (2011) used written task analyses combined with self-monitoring to improve functional
skills in two high-functioning individuals with autism. The results indicated clear progress for the
students in independent task completion and verbal interaction with peers (Parker & Kamps, 2011).
Notwithstanding these positive results, there is still deficiency in the use of EBPs in
schools, which results in a negative outcomes for students of all ages (Brock et al., 2014).
Furthermore, if this lack of EBP implementation continues, it will further increase the persistent
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gap between research and practice in education (Skinner,1968; Cook & Odom, 2013; Sayeski,
2014).
Prevalence of (EBPs)
There are 27 evidence-based practices (EBPs) that have been identified as effective
practices for teaching students with autism (Wong et al., 2015). However, scientific literature about
teacher implementation and the prevalence these practices in a school setting is limited
(Suhrheinrich et al., 2016). Previous researchers of how EBPs have been implemented by teachers
have also proposed that more research is necessary to understand whether teachers of students with
ASD are prepared to use these practices (Young et al., 2016).
As an example of the prevalence use of EBP, Hess and others (2008) developed an Autism
Treatment Survey (ATS) from a sample of 185 teachers to investigate the most frequent
approaches that are used for students with autism. The sample reported on 226 children with autism
between preschool to12th grades. The results indicated that the most used approaches were sensory
integration, gentle teaching, assistive technology, cognitive behavioral modification, and Social
Stories TM. Although these practices were the most common, investigators reported a lack of
scientific basis for the implementation of these methods. In like manner, Morrier, Hess, and Heflin
(2011) found that the most common way for teachers to acquire these practices is from workshops
or university courses. For example, two years after the previous study, 234 teachers from 159
different counties in Georgia responded to the ATS which measured the use of evidence-based
practices across all school levels with ASD. This survey indicated that fewer than 5% of teachers
are using evidence-based practices in their classrooms and less than 15% of the total were trained
by their university on how to use these practices.
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The implementation strategy of three evidence-based practices was probed among teachers
of students with autism in a large urban school district by Stahmer, Collings and Palinkas, (2015)
to study if the practices were implemented as designed. 57 teachers participated in a workshop that
focused on Strategies for Teaching Based on Autism Research (STAR) to improve students’ skills.
The emphasis of STAR workshop was on two evidence-based practices which are Discrete Trial
Training (DTT) and Pivotal Response Training (PRT). Through multiple baseline across teachers
design, the effects of the theses practices on teachers’ performance was evaluated. For the DTT
practice teachers were success in mastering all of the practice phases with students with ASD most
rapidly with only a short lecture and short training period. However, low-performance scores were
reported for PRT among teachers because the time for this practice was not sufficient to achieve
high fidelity. It was reported that due to PRT’s multiple phase complexity, more time and
experience was needed to obtain an advanced level of implementation (Stahmer, et al. 2015).
Burns and Ysseldyke (2009) compared 194 Australian special education teachers who used
evidence-based practices with their North American counterparts. Although the result showed that
Australian teachers’ use of evidence-based practices was significantly low, perceptual-motor
programs were the only non-evidence-based intervention that was used by teachers in classrooms.
Ysseldyke recommended that state education departments in the U.S. should promote evidencebased programs to support teachers in preparing to provide inclusive opportunities for students
with autism. The same study was replicated by in 2011 among 194 Australian special education
teachers. The result indicated that most practices were used are not evidence-based and have very
weak empirical foundations (Carter, Stephenson, & Strnadová, 2011).
Scholars have tried to find explanations for the prevalence of practices that are not
evidence-based and have no empirical support. Boardman et al. (2005) interviewed special
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education teachers from two different states (Texas and Florida). As has been noted, when special
education teachers decide to use new practices with their students they do not usually pay attention
to whether the practice is research-based or not (Boardman et al., 2005). The study further
addressed how teachers were introduced to the new practices, and the results indicated that most
choices were based on personal judgment, and there was no criterion for practice selection by their
schools. Additionally, some of these practices were not evidence-based and were supported by
professional development, according to the study (Boardman et al., 2005). Likewise, Greenway et
al. (2013) interviewed 18 teachers and administrators about the use of EBPs. Results indicated
that, even though participants were interested in knowing more about EBPs, what deterred these
teachers from implementing EBPs was limited information about practices that are evidencebased. However, other scholars found that even if special educators showed strong support for
using EBPs, in actuality there is very limited implementation of EBPs in schools (Jones, 2009).
In general, special education researchers have noted that interventions that are not
evidence-based are more frequently used by special educators compared to practices that are
scientifically supported (Burns & Ysseldyke, 2009; Stahmer, Collings, & Palinkas, 2005). Some
of these practices that have no empirical support are adopted by teachers because teachers feel like
they work well for their students and meet students' needs (Boardman et al., 2005; Landrum et al.,
2002). Based on a survey conducted by Stahmer et al., (2005) with teachers of students with
autism, they found that teachers’ decisions when choosing interventions for their students are
based on their personal preferences (Stahmer, et al. 2005). Other factors have also contributed the
limited use of EBPs, such as lack of knowledge and high-quality training (Suhrheinrich, 2011;
Suhrheinrich & Stahmer, 2013).

28

University Preparation on EBPs
Studies have found that special education teachers graduating from their preparation
programs have limited training on EBPs for students with ASD (Kleinert et al., 2015; Loiacono &
Allen, 2008). Teachers need to be well prepared to provide the appropriate education for students
with ASD in their classrooms.
Busby et al., (2012) Investigated self-efficacy of teachers to see how it plays critical
challenges facing teachers while working with students with autism which may cause the teachers
to be overwhelmed and prevent them of providing any significant assistant to their students. To
address that they evaluated the quality of the teacher preparation program at Troy University.
Thirty-one teachers who teach students with autism were registered in classes that concentrated on
elements that covered Inclusion classroom participation methods. To make the educational
syllabus at Troy University better, The Nominal Group Technique (NGT) was used. NGT helps to
identify parts of the syllabus that require upgrades for the betterment of the curriculum. Based on
the teacher's comments who are directly working with students with ASD, they feel unqualified to
provide their students with the appropriate services because they had no strong preparation
potential in their curriculum that give strategies on how to deal with these students.
Recently, a quantitative survey study by Combes et al. (2016) investigated psychologists
self-reporting on a specific EBP. The investigation aimed to collect information about how
participants been trained on EBPs for ASD by their graduate programs. It was reported that 47% of
the participants had no training on any EBP for ASD, and there was no specific content about these
practices included in their programs of study.
Scheuermann et al., (2003) shared that, in teachers’ preparation programs we need to focus
more on learning techniques and supportive services to increases teachers’ ability in performing
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their profession fully in an inclusive classroom. Teachers are in charge to work with students
individually to address their needs but they have to have the real perceptions and skills that support
their capability toward inclusion and meet each individual (Avramidis, Bayliss, & Burden, 2000;
Carrington, 1999; Hastings & Norwich, 2002; Oakford, 2003). Similarly, teachers who have
graduated from this program have lack specialized high skills that empower them to work with
individualized children. Also, they found a need to have more practical time for pre-service and
using more strategies and current research in teaching student with ASD. Sometimes people feel
discouraged to do something that they know they are not good at and there is a chance they will
fail (Busby et al., 2012). It is important that teachers understand how to select and implement
evidence-based practices during their university preparation program.
Sumutka (2011) in 34 states to identify the nature of coursework universities been offered
by institutions of higher education in the area of ASD. Authors suggested that when developing
such programs we have to be more focused on teaching teachers how to effectively implement
EBP by including practicum time into coursework. Also, more research are needed to determine
if ASD coursework in higher education programs were developed based on the foundation of EBP
or based on the interests and expertise of the faculty. Marder and deBettencourt (2015) mentioned
that Higher Education Institutions need to reform current coursework particular to ASD and
measure if these courses offered with emphasize on EBPs. Additionally, it is recommended that
graduate coursework should prepare students more on how to access research in EBPs for students
with autism and be able to critique and evaluate these teaching strategies (Marder & deBettencourt,
2015).
Hauber, Mehta and Combes (2015) evaluated an Alternative certification (AC) program in
Texas. Results indicated that this program left beginner teachers underprepared to implement EPBs
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for teaching students with autism. After the program was offered, participants who completed it
were asked to propose the best course of action to improve the program’s ability to prepare them
to instruct students with autism. There were a lot of recommendations made, but the most
suggested one was to implement strategies that are considered to be evidence-based practice
through more hands-on experiences with students with autism (Hauber et al., 2015).
Loiacono and Allen (2008) evaluated thirty undergraduate and graduate programs
throughout NYS between 2002 and 2007. The purpose of this evaluation was to identify which
programs offered courses for teachers on Applied Behavior Analysis (ABA) as one of the most
important practices. The outcomes of this study indicated that the percentage of special education
teachers who received training on ABA was 11.24, leaving 88.76% without any ABA training.
Based on the research on teaching students with autism, the 88.76% of the participants without
ABA training were unprepared to provide instruction to students with autism. Both groups were,
however, certified by New York State to teach children with autism (Loiacono & Allen, 2009).
Specifically, there were only six of the thirty NYS universities and colleges of education that offer
courses on ABA to their students in both graduate and undergraduate level.
When special education teachers do not implement evidence-based strategies, it reveals
that teachers are either not aware or are not confident of strategies that are evidence-based, (Burns
& Ysseldyke, 2009). Another reason is that they may not have adequate preparation on researchbased strategies (Morrier et al., 2011).
Morrier and others (2011) reported that not more than 20% of special education teachers
are prepared in the university on how to implement evidence-based practices with the students.
Stahmer et al., (2015) reported that because teachers had little instruction and training in the area
of evidence-based practice, they experienced challenges in implementing these practices the way
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they were designed and used other ineffective practices. For example, Goodall (2014) in New
Zealand investigated how teachers respond to the challenges they face in their teaching profession
that prevent them from being effective educators. A detailed examination of the information
gathered during the survey was done to determine how teachers instruct children with special needs
on matters that are somehow conflicting with matters regarding the autism spectrum. With the
knowledge that special education teachers might experience some constraints in delivering their
services, information was gathered through interviews and observation to gain understanding of
what they go through. Markedly, teachers were not confident whether if they were effective or not
in working with their students, which increased the cycle of the ineffective learning process.
Teachers’ level of understanding in how to teach children with ASD is important to help
students succeed academically. A self-reported questionnaire was conducted by Toran, Westover,
Sazlina, Suziyani and Hanafi (2016) to see the competency of their preparation program in the
field of special education, especially in ASD. To determine whether trainees of special education
have any knowledge about autism, they were asked to answer a number of questions about the
requisites of teaching students with autism. The result of this questionnaire specified that in-service
training and teacher preparation programs were unsuitable to meet all students needs because
teachers are not well prepared with the necessary skills and understanding.
Therefore, teachers often lack the necessary skills to implement EBPs because of
insufficient information or experience offered during their preparation (Rosenzweig, 2009).
Teachers of students with autism must have a specific understanding of autism and the empirically
supported practices that meet students' needs. In short, some of the university programs' required
courses focus on only fundamental facts about students with special needs, which is inadequate to
prepare teachers who will meet the students' needs. Rosenzweig (2009) surveyed pre-service
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teachers to see if their preparation would meet the needs of an inclusive classroom. Participants
reported that most of the courses they took were basic introductory courses, with only six credits
out of 30 focusing on strategies and practices for how to serve students with disabilities (K.
Rosenzweig, personal survey, 2008).
Types of Training for EBPs
Ordinarily, special education teachers are more than willing to be effective if they are
provided with the appropriate services and curricula. The dramatic needs of students with ASD
will necessitate teachers with specialized training to educate them. Scholars indicated that the lack
of use of evidence-based interventions for children with ASD is related to the lack of appropriate
training in these practices (Syriopoulou-Delli, Cassimos, Tripsianis & Polychronopoulou, 2012).
Marder and deBettencourt (2012) from Johns Hopkins University used a hybrid graduate
model program specialized in ASD to train teachers of students with autism to use research-based
interventions. This model teachers were giving emphasized on ways of classroom programming,
teaching communication and teaching social skills for students with ASD. The information
collected from open-ended question regarding teacher satisfaction on how this model was
informative and helped them in their classrooms. Fifteen certified teachers identified what was the
most important information that they gained from this experience were taken into account. In
essence, teachers who took part in the research reported that their training equipped them with the
knowledge and skills crucial to delivering their services to students with sensory impairment.
The teachers agreed that their level of understanding was much better and that they could
deliver their services at the right time and in the right way. Also, the training has made them
resourceful because they can use new teaching designs and models that are up to date to deliver
their services to children with different special needs. When teachers are thoroughly trained to
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acquire knowledge and skills significant to instructing students with ASD it equips them with the
understanding that is required for teacher preparation using teaching models to teach those
populations. The training helped them understand the spectrum and how to respond appropriately
to the needs of their students.
Most recently, Hsiao and Sorensen (2018) evaluated in-service training programs to see
the extent to which these programs provide EBPs for students with ASD. A total of 63 special
education teachers responded to an online survey exploring the type of training they have received
on each EBP. A total of 60% of the participants was either trained by direct instruction or inservice professional development. Both training programs taught only 40% of the identified EBPs
(Hsiao & Sorensen, 2018).
Teacher preparation programs often do not provide specific training in EBPs, and what
helps special educators implement EBPs are workshops. Morrier et al., (2011) surveyed 185
teachers of students with autism in a southern state to explore the most frequent type of training
that they received to implement EBP. Based on the Autism Treatment Survey (AST), fewer than
15% of the participants had training in EBPs for ASD in their preparation programs. Teachers
reported that the sources of training on EBPs for ASD were hands-on training with students with
ASD (18.92%), full- and half-day workshops (20.54%), and self-taught (18.38%). The survey also
addressed the ratio of EBPs used with students with ASD and reported that less than 5% of teachers
who participated in the study were using evidence-based practices when working with students
with autism (Morrier et al., 2011).
Mostly teachers enhance their knowledge from such conferences and workshops which
may not be enough for them to implement the strategies they have learned. For instance, when
teachers attend a training conference to gain more knowledge, they receive an instructional
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manual. After the training, teachers are required to put into practice whatever they have learned of
the evidence-based practices without receiving further time and instructions. Training the teachers
typically received with length of time to implement changes is not enough to achieve full-level of
fidelity to meet the needs of children with ASD (Bush, 1984; Cornett & Knight, 2009).
In the past, some scholars have highlighted the importance of providing feedback to
teachers in the classroom on the new skills taught after any workshop or training (Lerman et al.,
2004). Hall, Grundon, Pope, and Romero (2010) provided a training package consisting of a
workshop followed by performance feedback on behavioral strategies for six paraprofessionals
working with young children with autism. The effect of one full-day workshop to support
participants' implementation of behavioral strategies, modeling, and role-play was evaluated. As a
result, all participants showed a mastery level of implementation during the workshop. However,
there was no transfer of these skills to their typical educational environment. But when
performance feedback was provided over time there was a significant increase in the
implementation of the practices. According to authors, this model of training can be implemented
in any school to support the use of EBP and increase teachers’ skills in using the practices to
support their students with ASD (Hall et al., 2010).
Lastly, Alexander, Ayres, and Smith (2015) classified teacher training on EBPs with ASD
into three categories based on a comprehensive literature review. These categories are selfinstruction, individual instruction, and group instruction. Most training (83%) has focused on
strategies under two categories out of the six: (a) Behavioral Intervention Strategies and (b)
Positive Behavior Support for students with autism.
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Teachers’ Perspectives
Understanding teachers' perspectives about the use of EBPs and their training, professional
development, and ability to apply these practices has become a prominent need (Chung et al., 2015;
McCrimmon, 2015). Instead of blaming teachers for infrequent use of EBPs, it is important to
understand their perception of their ability to apply these strategies correctly and their
interpretations of the strategies in the first place. Learning more about special education teachers'
perspectives will help researchers gain an in-depth understanding of the teaching mechanism and
possibly bridge the research-to-practice gap (Greenway, McCollow, Hudson, Peck, & Davis,
2013). For example, in mid-Atlantic state Gable et al., (2012) surveyed special education teachers'
perspectives regarding the level of preparation regarding 20 evidence-based practices. They asked
teachers how well-prepared they were to implement evidence-based practices with students.
Findings of the study indicated that most special education teachers lack the necessary preparation
on how to use these practices effectively with their students in classrooms (Gable et al., 2012).
In a recent study, LaBarbara (2017) used a mixed-methods design (Likert-type responses)
to examine the satisfaction levels of 130 teachers and caregivers of students with ASD with
educational practices for students with ASD. The results indicated that caregivers showed a lower
rate of satisfaction on teachers’ educational practices used with students with ASD, while teachers
were more satisfied with their own educational practices. With the absence of the use of any EBPs
in this study, no positive educational outcomes were reported for any of the students during this
investigation (LaBarbera, 2017).
Greenway et al. (2013) examined special education teachers' perspectives about what
practices to use with students with developmental disabilities and their interpretations of EBP. The
researchers interviewed nine special education teachers to determine their perspectives regarding
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organizations, people, and tools that influence their understandings of EBPs and their decisionmaking. The results showed that some participants had different understandings about the nature
of EBPs. For example, some participants believed that this EBPs had positive outcomes with a
specific number of students but would not necessarily be effective with all students. There was
also concern about the difficulty of implementing such a practice. Other participants wanted to
ensure these EBPs had been implemented with children that learn the same way their children
learn (Greenway et al., 2013).
Other teachers were skeptical about EBP because they did not see it being done in their
district, and they believe that they possess more skills in running a classroom than researchers.
Furthermore, some teachers reported some challenge in accessing tools and materials involved in
these practices, such as difficulty accessing the research literature on EBP as well as relevant
professional development opportunities (Greenway et al., 2013). Lozic (2014) found similar
results when interviewing six special education teachers of students with autism about how they
interpret students’ needs and in what way their school contributes to teaching students with ASD.
The results showed that teachers use personalized teaching solutions other than EBPs because
these practices are easy to find and use. They also felt that these practices encouraged their students
to become more involved in the educational process (Lozic, 2014).
Despite the critical role and significant benefit of the EBP for students with disabilities
(Odom et al., 2010), the implementation of these practices in most of the schools today is rare
(Hudson et al., 2016). To gain further understanding of this problem, Hudson (2016) interviewed
27 special education teachers from four different districts regarding their perspectives on the
implementation of EBPs in the classroom. The research aimed to understand teachers' perspectives
on the meaning of EBP and the contemporary pressures in policy to use EBPs with students with
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special needs. The results showed that most of the participants believed that the EBPs required by
law were based on research that did not adequately reflect the characteristics of the students with
special needs they teach. Furthermore, most of the participants appeared unprepared and unwilling
to access information related to EBP (Hudson et al., 2016). Teachers of students with autism must
possess a specific understanding of autism and demonstrate practices that meet their students'
needs. In 2005 Philips indicated that if special education teachers are not sufficiently
knowledgeable about some important aspects of the spectrum, such as emotional and social
development of students with ASD. As result, consequently no appropriate education strategies
will be provided for these populations if teachers have unclear perspectives and information in the
spectrum itself.
Professional Devolvement
Professional development in EBPs can be provided through workshops, courses,
presentations, and various training models. Professional development is also needed for special
educators who face difficulties meeting all of a student’s academic and behavioral needs. However,
for any professional development to be effective, it needs to be associated with teachers’ goals,
and it needs to deliver manageable strategies for teachers to use based on their needs (Leko &
Brownell, 2009).
Lerman et al. (2004) investigated whether teachers are able to learn EBPs for students with
ASD in a short period of time and whether teachers prefer some strategies over others. A
professional development summer program was provided for five teachers to learn specific skills
in preference assessment, direct teaching, and incidental teaching. As a result, all participants were
able to master all of these skills and implement them with children with ASD when they were
observed (Lerman et al., 2004). This professional development was successful because of its
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association with the teachers’ specific needs, and participants have shown a preference for some
practices over others based on their students’ needs (Lerman et al., 2004).
In the same manner, Leblanc, Richardson, and Burns (2009) provided professional
development for 105 students in a Bachelor’s of Education program. This professional
development focused on autism characteristics to identify and apply strategies for students with
ASD. The aim of this investigation was to evaluate the effects of a professional development
component on participants’ knowledge pre- and post-intervention. The training lasted 200 minutes
and included specific information about the spectrum and some practices to assist students with
special needs. Though participants did not lack knowledge about ASD, after completing the
training, participants’ knowledge was enhanced, as well as their use of some practices to support
students with ASD (Leblanc et al., 2009).
Brock and Carter (2015) used randomized controlled experimental design to evaluate the
effects of a professional development package to prepare special education paraprofessionals to
implement EBP. Twenty-five paraprofessionals participated in a training package named Video
Modeling Plus Abbreviated Coaching (VMPAC) to teach paraprofessionals how to implement
Constant Time Delay (CTD). This package of training included access to video modeling about
the practice and in-person coaching for three weeks. The results showed that the participants
acquired the targeted skills, and the positive effect of this professional development package was
statistically significant regarding implementation fidelity among participants
Notwithstanding the effectiveness of professional development programs for special
education teachers, some scholars see professional development primary goal in bridging the
research to practice gap is not yet achieved (Attwood, 2011; Bascom, 2012; De Clerc, 2011). It
seems there is still a significant gap between theory and practice, and most special and general
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education teachers are facing challenges in implementing EBPs that are specifically designed for
children with autism (Lubas et al,.2016). Teacher preparation programs have made some progress
in giving attention to EBP for ASD, but there is no significant focus by professional development
programs to support the use of EBP in the classroom to appropriately service students with autism
(Sugita, 2016).
In addition, most of the studies that dealt with the professional-development-related
teachers of students with ASD have raised some common concerns. First, there was little
examination of what special education teachers need out of professional development programs
regarding EBP with ASD (Odom et al., 2010). The design of professional development programs
should be based on the areas in which teachers want to receive additional training (Brock et al.,
2015). Second, district-level administrators often play a critical role in determining which practices
need to be offered through professional development for teachers of students with ASD. There are
few studies that have examined the extent to which the professional development priorities aligned
among administrators and teachers (Brock et al., 2015). Also, some teachers may not show interest
in training on EBP due to the scope of the training as well as the duration of some professional
development programs. Third, it remains unclear what elements may affect special education
teachers’ desire to take more professional development in EBP. Brock et al. (2015) indicated that
one reason that some teachers may not be willing to complete more training is because of their
confidence in implementing these practices. Finally, the form and contents of some professional
development programs and their effectiveness have been not equally examined. For example, oneto-one coaching has more research support than the workshops on EBP (Brock et al., 2015).
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Discourse Around EBPs
There are many views regarding the adoption of EBPs from the medical field to improve
academic achievement and for students with disabilities. For example, Gert (2007) questioned the
idea of EBPs for the field of education. From his perspective, education cannot be defined as a
medical intervention or treatment because education is an interactive and complex process that is
impossible to solve using one practice. He also argued that the term evidence-based medicine has
been devoted to treating clinical issues and was only one factor of problem-solving and decisionmaking, not the only factor (David Sackett et al., 1997) as it has been used in the field of education
(Gert, 2007). This assumption was based on Dewey’s work of practical epistemologies (1911). His
philosophy was that research can only determine what has been useful in a particular situation, but
not what will work in the future or works all the time. Furthermore, it is difficult to generalize
research outcomes and make them into rules for action.
Another assumption focused on teachers and their interest in adopting EBP. Boardman et
al. (2005) indicated that teachers are often not interested in adopting practices into their work
because these practices are not validated by other teachers in the classroom, and it is difficult to
convince them to use EBPs by simply showing them positive outcomes on statistical graphs from
experimental studies. Teachers should participate in the process of inquiry about the EBPs to help
them decide what works for their students (Boardman et al., 2005). Despite the positive outcomes
of the use of EBPs for students with disabilities, the research-to-practice gap exists in the field of
special education because teachers often use practices that are not based on evidence of
effectiveness (Carter, Stephenson, & Strnadová, 2011; Gable, Tonelson, Sheth, Wilson, & Park,
2012). Most recently, Fink, Smith, and Sileo (2019) indicated that, if teachers collect data about
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their effective practice and it shows positive outcomes for their students, this will help to bridge
the research-to-practice gap in special education.
Some scholars, such as Cook and Cook (2016), have argued that special education reform
to use EBPs has contributed to maintaining the research-to-practice gap, and this reform must
consider practice-based evidence (PBE) used by teachers and then make partnerships between
teachers and stakeholders in leveraging the use of both EBP and PBE. Kovacs (2015)
recommended partnership could take a form in which PBE informs EBP. For example, teachers
may report if PBE was supportive for students with disabilities, and then experimental trial may
explore whether this practice has positive outcomes under controlled situations. Similarly, Green
(2008) stated, “If we want more EBP, we need more PBE” (p. i23). Green suggested that
researchers and policymakers should not believe that it is easy to provide research evidence for
teachers and then ask them to simply implement it with their students in the classroom. In contrast,
more teacher engagement is needed in the process of decision-making to make better educators
(Cook, 2011; Cook & Cook, 2016). Despite the presence teachers who believe more in PBE
because it is supported by real teachers and reflects the real work in the classroom (Puddy &
Wilkins, 2011), scholars have indicated that practice-based evidence may be inefficient if not
supported by experimental research.
Based on the literature discussed early in this chapter, it seems that general education
teachers and special education teachers share similar factors that limits their use of evidence- based
interventions in the classroom, including usability, trustworthiness of the research, and
accessibility to research (Grima-Farrell, Bain, & McDonagh, 2011, p. 119). First, teacher
education programs do not offer enough training on EBPs, and teachers who graduated from these
programs do not feel sufficiently prepared to use evidence-based interventions (Kosko & Wilkins,
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2009). Second, some teachers feel their training is not worthwhile if it is not designed to meet
specific students with disabilities in an inclusive setting (Kosko & Wilkins, 2009). Third, the lack
of access to the new research is another factor that prevent teachers from using evidence-based
interventions with their students (Gable, Tonelson, Sheth, Wilson, & Park, 2012).
Generally speaking, it is not an absolute truth that EBP has the same rate of positive
outcomes for all children with disabilities in all situations. However, many studies have found EBP
to be effective and to have positive gains for most children with autism (Stichter, Crider, Moody,
& Kay, 2007). Implementing these practices has proven to increase academic and behavioral
success for most children with autism (Camarata, 2014; Odom et al., 2010). Brownell, Ross,
Colon, and McCallum (2003) have indicated that in order to be successful in teaching students
with ASD, there is an urgent need for teachers to be proficient and have the necessary skills to use
these practices with their students (Dunn Buron & Wolfberg, 2014; Johnson, 2015; Lerman,
Vorndran, Addison, & Contrucci Kuhn, 2004; Sansosti & Sansosti, 2013; Brownell, Ross, Colon
& McCallum, 2003).The literature also mentioned many different reasons why special and general
education teachers do not implement EBPs to meet their students’ needs. More research and data
on teachers’ perspectives regarding EBP is still needed to understand major reasons behind the use
and non-use of EBP among both special and general education teachers (Ferreri et al., 2016;
Stough et al., 2015).
Summary
Chapter two has presented a literature of Saudi Arabia and the United States on the topic
of evidence-based practices as related to the education of school aged children labeled with
Autism. This chapter has also drawn attention to the use of evidence-based practices as critical to
student success as promulgated by the NPDC on Autism. Evidence Based Practices and teacher
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preparation around EBPs are thus, presented as the main focus of this research in terms of
implementation and teachers' preparation to use them in the classroom. Although a review of the
literature indicates that teachers of students with autism have greatly benefited from training on
evidence-based practices and achieved high fidelity of implementing the practices they learned,
(Stahmer et al., 2015; Robinson, 2011). However, some evidence-based practices require more
time and effort from teachers in order to implement them the way they were designed.
A review of the literature also reveals three main reasons why teachers fail sometimes to
implement practices with students with autism. First, teachers usually receive little instruction
about these practices in their preparation programs (Bush, 1984; Cornett & Knight, 2009). Second,
the lack of teacher understanding of evidence-based practices for students with ASD may drive
them to choose the practices that may not align with student's ability or classroom environment
(Dingfelder & Mandell, 2011). Third, Special education teachers are usually subjected to inservice training on evidence-based practices especially those who work with ASD. More attention
should be given to training and implementing evidence-based practices in teacher university
preparation programs in order to make effective educators. (Scull & Winkler, 2011). Fourth, in
addition to evidence surrounding EBP learning, some pre-service training programs are more
focused on legal requirements and eligibility classifications for students, than curriculum and
intervention supports (Winn & Blanton, 2005).
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CHAPTER THREE: METHOD
Introduction
Saudi Arabian teacher education preparation programs across the Kingdom have adopted
evidence-based practices (EBPs) and report that they have fully integrated those objectives into
most of the special education programs that specialize in autism and other disabilities (Althabet,
2002). However, no studies have been completed in Saudi Arabia since the introduction and
integration of EBPs into the educational system. The same holds true for special education
teachers’ perspectives about effective practices when teaching students on the Autism spectrum.
This gap in the literature may create further issues in the KSA regarding knowing how to develop
appropriate special education preparation programs that are effective in improving student
outcome. This gap may also lead to other issues in appropriately addressing student needs (Ferreri
et al., 2016).
Therefore, the purpose of this study was to explore Saudi special education teachers’
perspectives about EBPs with school-aged students with autism. Another aim of this study was to
gain a deeper understanding of current practices that teachers are using with students with autism.
The contribution of this study to Saudi Arabian education research is two-fold: First, there is the
hope that data from the study will help to eliminate pedagogical and skill barriers facing teachers
about EBPs by clarifying how teachers of students with autism perceive the 27 practices; and
second, this study provided critical information that university faculty can use to enhance preservice preparation programs to effectively support the use of EBPs in the classroom.
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Research Questions
The study focused on Saudi special education teachers’ perspectives regarding evidencebased practices that may be currently in place classrooms. In consideration of the problem of a
dearth of research in this area, the study was guided by the following research questions:
Primary Research Question - What perspectives do Saudi special education teachers hold
about the 27 Evidence-Based Practices specifically designed for students with ASD?
•

Sub question 1: How frequently do Saudi special education teachers of students with
autism use the 27 Evidence-Based Practices with their students?

•

Sub question 2: How do Saudi special education teachers talk about the 27 EvidenceBased Practices?

•

Sub question 3: How do Saudi special education teachers of students with autism talk
about how they use any or all the 27 Evidence-Based Practices?

•

Sub question 4: How do Saudi special education teachers of students with autism talk
about other practices in teaching their students?

Research Design
The issue of teachers’ perspectives about EBPs with students with autism has many aspects
that were investigated in this study, such as (a) the current practices that special education teachers
are using in the classroom, and (b) the use of the 27 EBPs, and (c) the use of other practices if
available in teaching their students. This required using qualitative data to help in answering the
research questions and developing in-depth understandings of participants’ perspectives
(Tashakkori & Teddlie, 1998). This study used a qualitative research design, including semistructured interviews with Saudi special education teachers of students with autism as the primary
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source of data collection. The individual interviews collected qualitative data to answer the
research questions within the study. Additionally, a survey was sent to gather additional descriptive
data to measure the frequency of use of each of the 27 EBPs.
For this study the purpose of collecting interviews is to know more about what is “in and
on someone else’s mind” and to “allow us to enter into the other person’s perspective” (Patton,
2002, p. 340-341). A semi-structured interview was selected to gain further in-depth information
about what is inappropriate to investigate using only a survey instrument, such as teachers’
perspectives about the 27 EBPs specifically designed for students with ASD. The semi-structured
interviews included both structured and less structured follow-up questions as necessary. This
facilitated more interactions in the dialogue and allow for “individual perspectives and experiences
to emerge” (Patton, 1990, p. 283).
The qualitative method of this study sought to understand the situation based on
participants’ experiences and point of view and to gain greater understanding of how individuals
make sense of their lives and work (Creswell, 2013; Merriam & Tisdell, 2016). The semistructured approach suits this dissertation best in meeting the essential goal of the study: to explore
Saudi special education teachers’ perspectives about EBPs with school-aged students diagnosed
with autism. Additionally, interviewing the participants gave them an opportunity to share their
insight and construct more meaning from their own experiences about interventions used with their
students in school settings (Merriam & Tisdell, 2016).
Sampling Procedure and Sampling Description
In Saudi Arabia, the number of special education teachers is limited. However, the
population this study targeted was composed of teachers who hold a certificate in special education
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with a focus on ASD, which is very limited. The first undergraduate program with a concentration
in ASD was established in 2008 at Taif University (Ministry of Education KSA, 2011).
It is important for this research to glean knowledge from individuals that have particular
expertise. Therefore, participants in this study were recruited using purposive sampling, more
specifically expert sampling, using specific criteria. In addition, since there are limited sources in
Saudi Arabia referencing the use of EBPs that can contribute to this study (Creswell, 2012),
purposive sampling was the primary sampling method with snowball sampling as a secondary
sampling technique. The goal was to purposefully select participants who will contribute to
answering the research questions “information-rich” (Patton, 1990, p. 169) persons.
The targeted population in this study were special education teachers who work with
students with autism. To participate in the survey for this study, all participants met all inclusion
criteria and did not possess any attributes contained in the exclusion criteria. The inclusion criteria
were (a) employment as a teacher (male or female), (b) active in-service, and (c) holds a
certification in special education and currently working with students with autism. One more
inclusion criterion that was required for participants to qualify for an interview is (d) holds a
certificate in special education with a concentration in ASD. To meet this specific condition for
the interview, snowball sampling was utilized.
This sampling technique helped the researcher to find participants who met this condition
when the members of a population are difficult to locate (Crosman, 2015). The researcher started
by locating initial key participants who met all criteria and then asked these participants to locate
more potential participants whom they think meet the criteria for participation in the interview.
The exclusion criteria for participating in this study were (a) general education teachers (male or
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female), (b) inactive special education teachers inside or outside the school, and (c) school staff
working with students with ASD without certification in special education.
Data Collection
As this dissertation aimed to obtain the perspectives of the Saudi special education teachers
of students with autism on EBPs and the frequency of use of 27 of these practices, surveys and
semi-structured interviews were conducted to help answer all research questions. This an
appropriate data collection method for gathering in-depth and comprehensive information about
participants’ perspectives. The interviews allow the interviewer a degree of flexibility to pursue
interesting avenues via interviewees’ responses (Creswell, 2013). In addition, the goal of this
interview process engaged the researcher and participants in more focused conversations that
helped answer the research questions for this dissertation.
For the first research question, “How frequently do Saudi special education teachers of
students with autism use the 27 EBPs with their students?” a survey (Qualtrics) was developed by
the researcher containing two sections was sent to collect more comprehensive information
(Appendix A). The instrument item to answer this research question was reviewed with two
dissertation committee members to check the accuracy of the content to ensure that the items
represented the characteristics of EBP. All reviewers’ feedback was considered to improve the
research instrument. Additionally, the validity of each of the 27 EBPs listed on the survey is
ensured in the research used to construct the instrument and all the practices have high enough
validity to be included in the survey (Wong et al., 2014). Participants' responses were quantified
on a 6-point Likert scale due to this scale reliability compared to other scales (Crano & Brewer,
2002). Giving the participants variety of response choices on the Likert scale encourage them to
think about their responses (Leedy & Ormrod, 2001), which will accurately explore the frequency
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use of EBPs. Data for this portion was grouped and the actual total and percentage of responses
regarding use of each of the 27 EBPs were calculated.
To answer the following research questions “How do Saudi special education teachers talk
about the 27 EBPs? “How do Saudi special education teachers of students with autism talk about
how they use any or all the 27 EBPs?” And “how do Saudi special education teachers of students
with autism talk about other practices in teaching their students?” the semi-structured interviews
were conducted with participants, and each interview was guided by a set of primary questions to
ensure consistency with each participant. The interviews included follow-up questions that are less
structured as necessary. The main purpose of the interview questions is to reveal some issues which
will allow the researcher to acquire new ideas on the topic and to use further possible probes as
needed (Merriam & Tisdell, 2016).
The use of this approach ensured that the data was comparable across all the participants
interviewed (Baker & Edwards, 2012). The researcher followed the interviews by asking for
clarification and additional information whenever relevant to the research questions. Additionally,
notes were taken during the interviews, which allowed the researcher to reflect on and recorded
interesting points that served starting points for data analysis. All interviewees were asked for
permission to have audio recordings made of the interviews. These recordings supported the data
analysis process and provided the researcher with the opportunity of improving questioning
techniques as necessary for the remaining interviews (Merriam & Tisdell, 2016). Some conditions
were considered that encouraged all participants to respond openly regarding the research focus
(Taylor & Bogdan, 1984). For instance, (a) at the beginning of each interview, participants were
informed of the researcher’s intentions as well as the purpose of the study, (b) pseudonyms were
used to preserve confidentiality and to protect participants’ identities. At the end of each interview,
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participants were asked if they have any further information they wish to provide. Each participant
also received his or her interview transcript for member checking of the researcher’s preliminary
interpretations of their interview to confirm their responses and provide feedback as necessary.

Participant interviews continued until data saturation is reached. In other words, the
researcher stopped conducting interviews when incoming information is repeated and no longer
appears to lead to any new analytical categories (Edwards, 2012). Therefore, in this study, the
researcher counducted seven interviews with seven teachers to reached saturation level.
Description of the Interview Protocol
The semi-structured interviews were conducted in a setting that was determined in advance
by the researcher and participant. All interviews were conducted via Zoom conferencing software.
The semi-structured interview protocol found in Table 2 was utilized as a guide for each interview
process with all participants. Interviews lasted 45 to 60 minutes. All interviews were recorded and
transcribed immediately after each interview.
All interview questions were presented to dissertation committee members and were pilot
tested with two Saudi special education teachers of students with autism. This pilot test aimed at
clarifying and improving the questions that were asked, and to collect feedback about the interview
questions. This feedback assessed whether any additional questions should be included in the
interviews. In addition, the purpose of this pretest was to determine whether the interview
questions address the research inquiries and capture rich information about special education
teachers’ perspectives about EBPs with school-aged students diagnosed with autism.
Table 2 shows which interview questions were utilized to address the research questions.
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Table 2
Research and Interview Questions
Research Questions

Semi-structured interview questions
Each interview will start with basic
background and demographic questions:
•
•
•
•
•

Sub question 2:
Ø How do Saudi special education
teachers talk about the 27 EvidenceBased Practices with their students
with autism?
Sub question 3:
Ø How do Saudi special education
teachers of students with autism talk
about how they use any or of all the
27 Evidence-Based Practices?

•

Sub question 4:
Ø How do Saudi special education
teachers of students with autism talk
about other practices in teaching their
students?

•

•
•
•
•

•
•
•

How many years have you been
teaching?
How many years have you been a
teacher of children with autism?
What grades do you teach?
How many students with autism do
you teach?
In what region is your school located?
Tell me what you know about
evidence based practices?
Please tell me how did you learn about
these practices?
How do you implement evidence
based practices in your classroom?
Can you give me an example?
Do you experience any challenges
when you use evidence-based
practices?
Tell me what other effective practices
you use more with your students?
Please tell me how you implement
these practices?
Please tell me how did you learn about
these practices?
Tell me about some strengths or
weaknesses of these practices?

Description of the process of the survey dissemination
There are 43 educational regions in Saudi Arabia, and each region has its own education
department (Ministry of Education, 2008). The sampling procedure began after obtaining IRB
clearance and Saudi Ministry of Education research approval. The survey link was distributed
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through WhatsApp, which includes special education teacher groups in various educational
regions. In addition, the same link was listed on some schools’ website to recruit more participants.
This link included a brief description of the study and the required characteristics of the prospective
participants. The message included a request that school principals forward the message to teachers
who they believe meet the inclusion criteria. The message also contained the survey link and
specify ways in which the teachers may contact me. Another link was included at the end of the
survey asked participants whether they hold a certificate in special education with a concentration
in ASD and would be willing to participate in an interview. Two teachers who contacted me were
asked to direct me to other teachers they think may meet the interview criteria.
Data Management
The semi-structured interview data was recorded through Zoom. Each interview was then
transcribed verbatim by the researcher. The process for transcribing all interviews were identical.
For example, all interviews included the specific date and time of the interview, the details of the
interview, and the interview code connected to the transcript. To ensure the quality and accuracy
of the transcribed texts, all written transcripts were audited by re-listening to the corresponding
audio to make corrections and confirm accuracy and completeness. Data collected on paper was
saved in a locked office space. All data was transcribed and proofread and then moved to
password-protected word.
Data Analysis
Data addressing the first research question data was gathered using a survey (Qualtrics)
with two sections. In the first section, participants were asked to provide basic demographic
information such as gender, district location, and time spent working with children with ASD. In
the second section, participants were asked to indicate the strategies they use on a list of the 27
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EBPs identified by the NPDC and rate their frequency of use of each of the practices on a scale as
follows: 1 (never), 2 (rarely), 3 (sometimes), 4 (often), 5 (always), 6 (I don’t know this practice).
This portion of the data was analyzed separately by presenting the frequency of use percentages
for each practice queried using a 6-point Likert scale. All reported percentages were compared to
determine which practices were used more often than others and, conversely, less often than others.
All practices along with their percentages of use were presented in percentage to make
comparisons simple, to help the reader differentiate each result and make sense of the data (Carney
& Levin, 2002).
Thematic analysis was utilized for the remainder of the research questions, and these were
addressed through semi-structured interviews. To identify themes and patterns within the data, an
inductive approach was utilized to add more in-depth information (Saldana, 2014). The inductive
approach helped to discern more of the relationships that exist between the data. Moreover, by
using this approach, all the data collected from the interviews was directly linked to the research
inquiry (Patton, 1990). Open coding was utilized to detect the themes and categories within the
semantic level of meaning based upon the participants’ responses (Frith & Gleeson, 2004; Patton,
1990). This analytic process occurred after the data collection was completed and was carried out
in six phases as cited by Clarke and Braun (2014). These phases are 1) familiarizing oneself with
the data; 2) generating initial codes; 3) searching for themes; 4) reviewing themes; 5) defining and
naming themes; and 6) producing the report.
In the first phase, familiarizing oneself with the data, all the verbal data was transcribed
and the researcher started familiarizing himself with the data by reading each interview transcript
while listening to the audio recording to confirm the accuracy of the transcript. Furthermore,
during this process, notes were made to identify any possible patterns, ideas, and meaning that was
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used for coding in subsequent phases. Another aim of this phase was also to generate more
awareness of all the aspects of the data.
In the second phase, generating initial codes, the raw data or information was organized
into meaningful groups (Tuckett, 2005). The aim of this phase was to code the information within
all collected data. This procedure was performed manually at the beginning of this phase by
highlighting text to create interpretative phrases of repeated patterns. The researcher ensured that
all the extracts for potential groups are coded and initially identified, and then all the codes were
grouped into different categories. Category development in this stage helped to provide more
details for the analytical themes in the upcoming phases (Constas 1992). All the data was entered
into Word computer files. In this phase, the researcher did not ignore any codes and created as
many codes as possible representing more potential themes (Bryman, 2001).
In Phase 3, searching for themes, the analysis of the codes began to produce general themes
that are relevant to the research questions. This procedure included reviewing the coded data to
specify any similarities and overlap between all the coded data to obtain a broader level of themes
(Clarke & Braun, 2014). In this process, tables were used as visual representations to present brief
descriptions for each code, and the researcher began organizing the codes to perceive the
relationships between them that created themes and categories. The aim of this phase was to make
sense of the data by generating candidate themes and categories without rejecting any of the
collected data.
In Phase 4, reviewing themes, the discovered themes were refined to ensure that all the
themes that have emerged are distinct and there are enough data to support them (Patton, 1990).
The researcher ensured that all the data for each theme were satisfactorily identified, and the main
themes are easy to distinguish. The procedure involved in refining the themes in this phase is to
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thematically map them, and this was accomplished by means of two different levels (Vaismoradi,
Jones,Turunen & Snelgrove, 2016). First, all the coded data extracts were reviewed to ensure that
each candidate theme was generated from a coherent pattern. If the codes are inconsistent with the
theme, this theme was reconsidered or the data extracted moved to another already existing theme.
If was not possible to create a new theme from the discarded data, they were not included within
the analysis. This level of refinement was applied to all the candidate themes until the final themes
adequately captured the coded data. The second level consisted of an identical procedure to level
one, however, the intention in this level was to ensure that the general themes are strongly related
to the data as a whole, and that there was enough meaningful and diverse information to address
the research questions. Regrouping and redevising some potential themes were applied at this
level.
In Phase 5, defining and naming themes, the final themes presented for the analysis were
identified. All the themes were examined in terms of what aspect of the data the themes captured.
A written detailed analysis was created for each theme to present the findings of the data in relation
to each research question. In this phase, the main themes were refined by identifying possible
categories within large or complex themes as necessary. The scope and content of each theme was
described in short sentences used as working titles, along with the overall data from across each
theme to illustrate the coverage of the theme. In addition, interpretations were linked to the broader
research inquiry.
The last phase was producing the report. This phase involved the interpretation and
production of the final report through the more formal writing process of the analysis. In this step,
the final themes were connected to each research question to provide a compelling description that
aligned with this dissertation’s inquiry. In addition to this description, the researcher developed an
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argument around the major themes that are connected to each research question with sufficient
evidence for the themes that encompass the core of the participants’ perspectives (Creswell, 2007).
During the final discussion process, the researcher was opened to exploring unreported codes to
be included in designated categories and themes using the steps recommended above (Creswell,
2013).
Trustworthiness
Trustworthiness in qualitative research concerns the extent to which the knowledge
provided is reliable and believable. (Creswell, 2007). In addition, trustworthiness in qualitative
research can indicate the value and worth of that research (Lincoln & Guba, 1986). The
trustworthiness of this study was examined using various strategies for different purposes.
Member checks. Lincoln and Guba (1986) indicated that member check is “the most
critical technique for establishing credibility” (p. 134). The researcher provided the opportunity
for all interviewed participants to check their preliminary interview data analyzed for their review
and confirmation. All participants had the chance to judge the authenticity of the data
interpretations and ask for revisions as necessary. All feedback provided by participants were
addressed, interpretations were rewritten to ensure a clear and accurate representation of the
participant’s view.
Peer debriefing. Lincoln and Guba (1985) define peer debriefing as the “process of
exposing oneself to a disinterested peer in a manner paralleling an analytic session and for the
purpose of exploring aspects of the inquiry that might otherwise remain only implicit within the
inquirer's mindǁ” (p. 308). Tracy in 2010 indicated that a high quality qualitative methodological
research should be marked by credibility. Peer debriefing is another strategy that was utilized in
this study to establish credibility. According to Lincoln and Guba (1985), a researcher may adopt
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a task-oriented strategy in which debriefing occurs in some stages but not throughout the entire
inquiry process. For this dissertation, some debriefing occurred regarding a specific task which is
the coding check in the data analysis stage.
The peer debriefing acted as a critical detective to determine whether the data has been
carefully read and to identify whether the researcher has over-focused on some point or another.
Additionally, during this stage, the researchers determined whether the initial codes and
categories represent the perspectives that participants brought to the research. Outcomes of the
debriefing procedure, including information on how many sessions were held, are discussed in
chapter five in this dissertation.
Eventually, the participants in this study were native Arabic speakers. Therefore, it was
important for the instruments to be translated into Arabic. Some steps were considered for this
matter to increase the validity of the survey instrument and interview questions.
First, the English version of the interview questions and the survey instrument were sent to
two professors in special education at the University of South Florida for approval. Second, the
approved version of the instrument was then translated into Arabic by a certified office of
translation and then compared to the English versions. Finally, the back-translation strategy was
used, wherein the Arabic versions were sent to two professors in the college of education at
Northern Borders University in Saudi Arabia, who speak both languages fluently and translated it
back into English. All suggestions, corrections, and feedback were considered by the researcher.
Ethical Consideration
It is the researcher obligation to respect all participants’ values and rights. All the
participants will be treated in accordance with the Institutional Review Board (IRB) of the
University of South Florida as well as the Saudi Ministry of Education to ensure the protection of
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individuals’ confidentiality. Participants’ names are not appearing in verbal or written data reports.
The researcher also ensured that each participant has understood the entire interview process and
the purpose of the study. The informed consent procedures were completed individually with each
participant before the interview began. In addition, this procedure allowed for the provision of
other details, such as the disclosure of potential risks/benefits, participants’ right to stop the
interview at any time, and participants’ right to ask questions about the interviewing process as
necessary.
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CHAPTER FOUR: RESULTS
Overview
The purpose of this study was to explore the perspectives of Saudi special education
teachers’ on the subject of evidence-based practices (EBP) with school-aged students with autism.
Another aim of this study was to gain a deeper understanding of the current practices that teachers
are using with students with autism. Accordingly, the contribution this study makes to Saudi
Arabian education research is two-fold: First, there is the hope that the data from the study will
help to eliminate the pedagogical and skill barriers confronting teachers in relation to EBPs by
clarifying how teachers of students with autism currently perceive the 27 EBPs; and second, this
study may provide critical information that university faculty can use to enhance preservice
preparation programs to effectively support the use of EBPs in the classroom.
These aims were explored through the use of a qualitative research design, involving semistructured interviews with Saudi special education teachers of students with autism as the primary
source of data. Additionally, a survey was distributed to gather additional descriptive data to
measure the frequency of use of each of the 27 EBPs. In consideration of the problem that is
presented by the dearth of research in this area, the study is guided by the following research
questions:
Primary Research Question - What perspectives do Saudi special education teachers hold
about the 27 EBPs specifically designed for students with ASD?
·

Question 1: How frequently do Saudi special education teachers of students with autism
use the 27 EBPs with their students?
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·

Question 2: How do Saudi special education teachers talk about the 27 EBPs?

·

Question 3: How do Saudi special education teachers of students with autism talk about
the use of any or all the 27 EBPs?

·

Question 4: How do Saudi special education teachers of students with autism talk about
other practices in teaching their students?

Data addressing the question one were gathered using a survey (Qualtrics) comprised of
two sections. In the first section, the participants provided basic demographic information. In the
second section, on a list of the 27 EBPs identified by the National Professional Development
Center (NPDC) on Autism, the participants indicated the strategies that they used and rated the
frequency of their use of each of the practices on the following scale: 1 (never), 2 (rarely), 3
(sometimes), 4 (often), 5 (always), and 6 (I do not know this practice). This portion of the data was
analyzed separately by presenting the frequency of use percentages for each practice using the 6point Likert scale. All the reported percentages were compared to determine which practices were
used more often than others and, conversely, which were used less often than others. All the
practices, along with their percentages of use, are presented in the form of line graphs to make
comparisons simple and help the reader to differentiate each result and make sense of the data
(Carney & Levin, 2002).
Thematic analysis was used for the remainder of the research questions, which were
addressed through semi-structured interviews. To identify themes and patterns within the data, an
inductive approach was used to add more comprehensive information (Saldana, 2014). The
inductive approach helped to more comprehensively discern the relationships that existed between
the data. Moreover, all the data collected from the interviews were directly linked to each research
question (Patton, 1990). Open coding was utilized to detect the themes and categories within the
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semantic level of meaning based upon the participants’ responses (Frith & Gleeson, 2004; Patton,
1990). This analytical process occurred after all the interviews had been completed and transcribed
and was carried out in six phases, as cited by Clarke and Braun (2014). These phases were 1)
familiarizing oneself with the data; 2) generating initial codes; 3) searching for themes; 4)
reviewing themes; 5) defining and naming themes; and 6) producing the report. This procedure
was performed manually throughout the course of the data analysis. Each phase is explained in
detail in Chapter 3 of this dissertation.
This chapter contains three sections. The first section presents the data collection phases
and surveys the distribution procedures and interviewee recruitment. The second section briefly
describes the background and demographic information of the Saudi special education teachers
who participated in this study. Within this section, all the survey responses are analyzed related to
the first research question. Section 3 presents the major themes and categories that emerged in the
thematic analysis related to Questions 2 to 4.
Participant Selection
After obtaining Institutional Review Board (IRB) clearance and research approval from the
Saudi Ministry of Education, the data collection for the study occurred in two phases. In Phase 1,
the recruitment announcement including the survey link was distributed by the Saudi Department
of Special Education through WhatsApp, which included special education teacher groups in
various educational regions. All the data for this phase were gathered and saved by the Qualtrics
survey instrument. The recruitment announcement was posted five times in 3 months from July
2020 to the end of September 2020. A total of 131 special education teachers began the survey but
only 105 completed all of the questions.
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In Phase 2, after finishing the survey, the participants could choose whether or not to
participate in a 45–60 minute interview. I contacted the 12 out of 105 survey respondents who had
indicated a willingness to be interviewed. After contacting them, only three respondents agreed to
participate in an interview. Consequently, I used snowball sampling to recruit more participants
for Phase 2 of the study. I located initial key participants who had met all the inclusion criteria and
then asked these participants to locate more potential participants whom they believed would meet
the criteria for participation in the interview. All the interviews were conducted through Zoom
conferencing software. The data were transcribed and proofread and then moved to a passwordprotected Word file to begin the qualitative data analysis.
The findings of this study are discussed in this section. They are organized according to
the research questions and the phase of the study data collection to facilitate easier reading of the
results.
Phase 1 Results
For the first question, “How frequently do Saudi special education teachers of students
with autism use the 27 EBPs with their students?”, I developed a survey (Qualtrics) consisting of
two sections to collect more comprehensive information. The data were exported from Qualtrics
to a computer hard drive for analysis. The descriptive analysis for the survey response data is
presented below. The following tables contain a summary of the demographic profiles of the
survey respondents including gender, the regional school district, and years of teaching experience.
Survey Participant Descriptions
A total of 105 participants responded to all the questions in the survey instrument for this
study. The majority of the participants were male with a number of (n = 70) 66.7%, and (n = 35)
33.3% were female, as shown in Table 3.
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Table 3
The Gender Distribution of the Participants
Valid

Number

Percent

Male

70

66.7%

Female

35

33.3%

Total

105

100%

This survey was distributed in all five educational regions of Saudi Arabia to aid in the
enlargement of the research responses. Table 4 shows the highest responses were from the western
educational region with 66.4% (n = 70), and the lowest response rates were in the East and North
with similar percentages of 3.9% (n = 4). The rest of the responses were from the southern and
central educational region of Saudi Arabia with 11.5% (n = 12) and 14.4% (n = 15) responses,
respectively.

Table 4
Participants' Educational Regions
District location

Percent

Number

Northern region

3.9%

4

Western region

66.4%

70

Eastern region

3.9%

4

Southern region

11.5%

12

Central region

14.4%

15
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The number of years the participants had served as special education teachers ranged from
1 year to more than 20 years. The majority of the participants had taught from 5 to 10 years with
a percentage of 34.3% (n = 36); only six teachers had taught for more than 20 years with a
percentage of 5.7%. In contrast, 27.6% (n = 29) of the participants reported 1 to 4 years of teaching,
while the remaining participants had taught from 10 to 20 years with a percentage of 32.8% (n =
36). Table 5 shows the teaching experience of the participants within each year range.

Table 5
Years of Teaching Experience
Percent

Number

Valid
1 to 4 years

27.6%

29

5 to 10 years

27.6%

36

10 to 20 years

32.4%

34

More than 20 years

5.7%

6

Total

100%

105

In the second section of the survey, the participants were asked to rate the frequency of
their use of the 27 EBPs identified by the NPDC on autism. The participants were asked to rate
their use of each practice by means of a 6-point Likert scale rated as follows :1 (never), 2 (rarely),
3 (sometimes), 4 (often), 5 (always), and 6 (I do not know this practice).
The sample size for this survey was (n = 105) special education teachers who completed
the survey instrument, and the participants differed in their use of the 27 EBPs. This portion of the
data was analyzed separately by undertaking a descriptive analysis that included the frequency and
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percentages for each practice. The analysis process determined which practices were used more
often than others and, conversely, those that were used less often than others. For reporting
purposes and to explore the most used practices, the ratings always and often were combined. The
rating choices rarely and sometimes were also combined to explore the less used practices. In
addition, the ratings never and I don't know this practice were combined to make the distinctions
easy to read.
The participants were asked how often they used each practice, as seen in Table 6. The
most used practices among the 27 were as follows: 86% (n = 90) of the respondents indicated that
they used reinforcement (R+) as well as differential reinforcement (DR) with a percentage of 81%
(n = 83). Approximately 77% (n = 82) of the respondents indicated they used discrete trial teaching
(DTT), and modeling (MD) at 75% (n = 79) and prompting (PP) at 74% (n = 77) were also used
at similar frequencies.
In contrast, (n = 49) 53% of the teachers reported they rarely or sometimes used cognitive
behavioral intervention (CBI), which produced similar results to time delay with (n = 50) 47% and
exercise (ECE) at (n = 46) 34%. Additionally, the three practices reported as never used or I don't
know this practice among the 27 EBPs were as follows: (n = 29) 26% of the participants indicated
they almost never used scripting (SC), while (n = 40) 16% of the respondents indicated the same
frequency of use for antecedent-based intervention (ABI) and self-management (SM).

Table 6
Frequency of Use of Evidence-Based Instructional Practices
Items

Never

Rarely

Sometimes

Often

Always

I don't
know this
practice
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Table 6 (Continued)
Reinforcement
(R+)
Prompting
(PP)
Time Delay
(TD)
Modeling
(MD)
Task Analysis
(TA)
Functional
Behavior
Assessment
(FBA)
AntecedentBased
Intervention
(ABI)
Extinction
(EXT)
Response
Interruption/
Redirection
(RIR)
Differential
Reinforcement
Behavior (DR)

N

2

2

9

17

74

1

%

1.9

1.9

8.6

16.1

70.5

0.9

N

3

2

21

29

48

2

%

2.9

1.9

20

27.6

47.7

1.9

N

10

12

38

26

14

5

%

9.5

11.4

36.9

24.8

13.3

4.8

N

1

6

18

28

751

1

%

0.9

5.7

17.1

26.7

48.6

0.9

N

6

10

26

31

30

2

%

5.7

9.5

24.8

29.5

28.6

1.2

N

5

14

31

32

22

1

%

4.7

13.3

29.5

30.5

20.9

0.9

N

12

11

33

27

17

5

%

11.4

10.5

13.4

25.7

16.1

4.8

N

2

5

30

31

35

2

%

1.9

4.7

28.6

29.5

33.3

1.9

N

10

16

34

20

21

4

%

9.5

15.2

32.4

19

20

3.8

N

6

5

9

30

53

2

%

5.7

4.8

8.6

28.6

50.5

1.9
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Table 6 (Continued)
Functional
Communicatio
n Training
(FCT)
Social Skills
Training (SST)
Peer-Mediated
Instruction and
Intervention
(PMII)
Social
Narratives
(SN)
Picture
Exchange
Communicatio
n System
(PECS)
Structured Play
Group (SPG)
Visual
Supports (VS)
Discrete Trial
Teaching
(DTT)
Naturalistic
Intervention
(NI)

N

9

17

35

26

15

3

%

8.6

16.2

33.3

24.8

14.3

2.9

N

6

5

21

34

39

0

%

5.7

4.8

20

32.4

37.1

0

N

10

14

25

31

24

1

%

9.5

13.3

23.8

29.5

22.9

0.9

N

12

17

35

17

23

1

%

11.4

16.2

33.3

16.1

21.9

0.9

N

11

13

30

21

29

0

%

10.6

12.5

28.8

20.1

27.9

0

N

8

18

23

26

30

0

%

7.6

17.1

21.9

24.8

28.6

0

N

5

10

22

31

37

0

%

4.8

9.6

20.9

29.5

35.2

0

N

4

6

12

33

49

1

%

3.8

5.7

11.4

31.4

46.7

0.9

N

7

9

21

35

31

2

%

6.7

8.6

20

33.3

29.5

1.9
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Table 6 (Continued)
ParentImplemented
Intervention
(PII)

N

12

18

33

18

23

1

%

11.4

17.1

31.4

17.1

21.9

0.9

14

12

13.3

11.4

11

6

10.5

5.7

Pivotal
Response
Training (PRT)

N

4

12

40

23

%

3.8

11.4

38.1

21.9

Scripting (SC)

N

23

23

27

15

%

21.9

21.9

25.7

14.3

N

3

8

38

20

35

1

%

2.9

7.6

36.1

19

33.3

0.9

N

16

15

37

18

17

2

%

15.2

14.3

35.2

17.1

16.1

1.9

N

9

16

40

21

16

3

%

8.7

15.2

38.1

20

15.2

2.9

N

13

16

24

26

24

2

%

12.4

15.2

22.9

24.8

22.9

1.9

N

9

11

34

23

27

1

%

8.7

10.5

32.4

21.9

25.7

0.9

Exercise (ECE)

SelfManagement
(SM)
Cognitive
Behavioral
Intervention
(CBI)
TechnologyAided
Instruction and
Intervention
(TAII)
Video
Modeling
(VM)

69

Phase 2 Results
To answer Questions 2, 3, and 4, teachers were chosen using purposeful sampling, which
is a method of identifying participants who had to meet all the inclusion criteria and not possess
any attributes contained in the exclusion criteria to participate in the interviews for this dissertation.
The inclusion criteria were (a) employed as a teacher (male or female), (b) active in service, (c)
holds a qualification in special education and currently working with students with autism, and (d)
holds a certificate in special education with a concentration in ASD. Seven full-time Saudi special
education teachers were interviewed, four men and two women. Table 7 shows the participants'
degrees, genders, school regions, and the number of years of teaching. Pseudonyms were used in
the interest of participants' confidentiality.
Table 7
Backgrounds of Participants
Participants

Gender

Number of years
teaching students
with ASD

Degree

School region

Shahad

Female

7

Bachelor’s

Eastern region

Salim

Male

5

Bachelor’s

Western region

Mazin

Male

14

Master’s

Western region

Aid

Male

15

Bachelor’s

Western region

Nof

Female

3

Bachelor’s

Western region

Abid

Male

13

Master’s

Western region

Hamad

Male

11

Bachelor’s

Central region
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Thematic Analysis
This section discusses the six themes that emerged from the thematic analysis: 1) issues of
confusion; 2) issues of learning and preparation; 3) issues of implementation; 4) issues of
cooperation; 5) other practices; and 6) methods of learning. Saudi special education teachers of
students with autism shared comparable experiences and unique perspectives regarding EBPs and
other practices they have implemented with their students. The participants are directly quoted in
order to support each established theme and the analytical process is grounded in the data to
guarantee the results. Table 8 displays the thematic findings, including the research questions and
the related major themes and categories.

Table 8
Research Questions and Thematic Findings
Relationship to the
research question

Question 2:
How do Saudi special
education teachers talk
about the 27 EBPs?

Themes

Theme 1
Issues of confusion

Theme 2
Issues of learning and
preparation

Question 3:
How do Saudi special
education teachers of

Theme 3
Issues of implementation

Categories

1.1. Inconsistency of EBP
terms
1.2. Issues of importance
2.1. Professional development
2.2. University preparation
2.3. Lack of resources

3.1. The most used practices
3.2. Number of students
3.3. Lack of materials
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Table 8 (Continued)
Theme 4
Issues of cooperation

4.1. Issues of teamwork
4.2. Issues of administrative
support

Theme 5
Other practices

5.1. Behavior interventions
5.2. Social skills support

students with autism talk
about the use of any or all
of the 27 EBPs?

Question 4:
How do Saudi special
education teachers of
students with autism talk
about other practices in
teaching their students?

Theme 6
Methods of learning

6.1. School training
6.2. Sharing experiences

Findings for Question 2
Question 2 examined how Saudi special education teachers interpret the 27 EBPs. Based
on the interviews conducted with the Saudi special education teachers of students with autism, this
section provides interpretations of the major themes and categories that emerged from the data
analysis process. Table 9 displays the thematic findings for this question.

Table 9
Themes and Categories for Question 2
Themes

Categories

Theme 1

1.1. Inconsistency of EBP terms

Issues of confusion

1.2. Importance of use
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Table 9 (Continued)
Theme 2

2.1. Professional development

Issues of learning and preparation

2.2. University preparation
2.3. Lack of resources

Theme 1: Issues of confusion
As the Saudi special education teachers discussed the EBPs for students with autism, the
theme of issues of confusion emerged. The data analysis process revealed how Saudi teachers
perceive the 27 EBPs in two different ways. First, the participants spoke about the inconsistent
scientific terms when referring to similar terms within the 27 EBPs. Second, in terms of their
importance, the teachers discussed whether the significant impact of the EBPs are more related
to supporting poor socialization skills rather than academic skills for their students with autism.
Inconsistency of EBP terms. In this section, the first categories is discussed. Three
participants across three schools frequently discussed their perspectives on the use of EBP
terminology in different ways.
Mazin expressed that the consistency of the 27 EBP terms is not important as long as the
practice has positive outcomes for the students. Often teachers are not concerned with what to
name an intervention. Mazin explained,
In fact, many of the aforementioned practices in the survey are used in the school
on a daily basis, regardless of the scientific names of these practices. From my perspective,
teachers in our school are not concerned about what you name a strategy, they are
concerned with whether it will work and so am I. Sometimes I may use one of these
practices, and my cohort uses the same one, but we call the same practice different names,
and I often see that. For example, the task analysis strategy, as I call it, while some cohorts
call it the “formation” strategy.
Another participant mentioned some concerns about the difficulty of finding the scientific
names of the EBPs. In the survey instrument, each practice was briefly defined as part of the survey
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validation. The participant expressed that she realized she used most of these practices after she
saw these definitions in the survey. According to Shahad,
Regarding these practices that were mentioned in the survey, I use some of these
practices with my students, but I do not know the scientific names of them. As
schoolteachers, we also often have a hard time finding the correct or the appropriate names
for the techniques we use. I remember when I filled out your survey I was reading through
the explanations placed under each practice, I felt that I used most of these techniques, but
I did not know their scientific or real names.
Similar to Shahad, Nof felt that she was using some of the practices when she saw the
definition of each practice. She also explained the importance of amalgamating the names of these
practices. She expressed the great similarities that exist between some of these practice names and
how one practice may be referred to by more than one name.
The names of these strategies are somewhat similar to me; but from the
explanations under each strategy, I think I have used some of them but with another name.
We do not call these strategies by their real names. I think it is essential to standardize the
names for these techniques because I often see the same strategy with many names or the
same name for several different strategies.
Importance of use. In this second categories, six out of seven teachers across six different
schools spoke about how they perceive the importance of the 27 EBPs. All six participants shared
similar thoughts regarding the importance of using EBPs to support the students' behavior rather
than their academic outcomes. The participants talked about the adequacy and appropriateness of
EBPs in terms of behavior modifications and social skills for their students.
Mazin expressed his feelings about the importance of the behavioral interventions of these
practices. Despite the effectiveness of these interventions for students with autism, he also
mentioned several issues that should be considered when teaching these practices to teachers.
Mazin stated,
As a teacher, I feel these practices are so beneficial especially the behavioral ones,
and I believe that these practices are the only way to help our students with autism.
Teachers must familiarize themselves more with these practices in terms of supporting
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students' behavioral needs. Some teachers, including myself, use some of these techniques
not for academic support but for behavior modification. Even though I use some of these
practices incorrectly, I still see the positive outcomes they produce for my students.
Teachers should understand the importance of these practices before they can be trained in
how to use them. In order for the teachers to learn them, they have to be explained to the
teachers in an easier way, not the complicated way that we see today in professional
development.
Salim spoke about his desire to develop his skills in these practices because he believes in
their effectiveness. However, his desire to learn these practices conflicts with his school’s
orientation of what interventions are effective for the students’ academic achievement. According
to Salim,
Although there are too many practices for a teacher to be able to use them all, I
hope that I will one day be able to have the skills to do so or at least to use them in a more
proficient way. I do not see that these practices are prevalent in my school, but I see that
teachers desire to use them. We always discuss it and we look for ways to develop our
skills to use them because we believe in their effectiveness. Sometimes, I get confused
between the practices that serve academic skills and those that serve behavioral or language
skills. In fact, the school that I work for directed us to use specific practices that are not
among these 27 and they are very limited to teaching reading and writing only. Our school’s
point is that the 27 EBPs are not beneficial for developing students' academic skills but are
good for behavior modification, and our focus is more on academic success for our
students.
Aid also recognized that the importance of the 27 EPBs in supporting students' behavioral
modifications and social skills development exceeded their ability and importance to support the
academic achievements of students with autism. Aid expressed,
These practices are the best way to support students with autism and they are very
important in dealing with unwanted behaviors. I feel every practice of the 27 is designed
to be used for a specific reason, whether to achieve academic or behavioral goals. However,
their primary importance is for modifying the behavior and social skills of those students
who are in need. I’m not sure about the academic outcomes that can be achieved by using
one of these practices, but I'm positive about the benefits of their behavioral use for my
students with autism.
Similarly, two teachers at different schools mentioned the importance of these practices for
developing social and communication skills in their students. Hamad explained the importance of
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these practices in supporting social skills and in preparing his first-grade students for the classroom
environment.
I often focus on using some of the 27 practices because I think they are more
important for developing students' social skills, especially in first grade. It is a transition
phase from the home environment to the school environment; so the students with autism
do not easily accept the new place and the other students. As teachers, we need these
practices in Saudi Arabia because we do not have clear techniques for dealing with students
with autism, neither do we have the curricula to support them.
Another participant mentioned that he has used some of the EBPs with his students to
develop their social and communication skills. Abid recognizes that these practices are the only
way to do so. He expressed his understanding that the 27 EBPs have been proven to produce
positive outcomes when used with students with autism and all teachers need to familiarize
themselves with these practices. According to ABUL,
These interventions, especially the behavioral ones, are scientifically recommended
and proven to be effective and are very beneficial for students with autism. I applied eight
of them with my students and saw they supported them in developing social and
communication skills. Teachers should use them more because this is the only way to
support students with autism. I feel that all teachers of students with autism must be fully
aware of how to use them. School districts should also urge their teachers to use such
practices. It is also the duty of the teacher to review the research and try to ascertain what
is best for their students.
However, one participant had a different perspective on the 27 EBPs. Shahad perceived the
EBPs as insufficient interventions because they do not take the students' individual differences
into consideration. She believes that it is not an absolute truth that the EBPs have the same positive
outcomes for all students with autism in all situations. According to Shahad,
These practices are great on paper but don't really seem so great from my point of
view. Our students are human beings, not machines. Each student has different abilities,
needs, and educational desires, especially those with autism. I think these practices do not
care about these differences as they treat all the students the same, regardless of individual
differences and needs. It is agreed that these practices have been scientifically proven to be
effective in specific situations with particular students, but they are not necessarily
effective in all other cases.
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Theme 2: Issues with learning and preparation
As the teachers discussed the ways of learning the 27 EBPs, the theme of the issues with
learning and preparation emerged. The teachers discussed how they have learned about EBPs in
three different ways. First, the teachers indicated limited training and poor professional
development were available with respect to the EBPs. In addition, they expressed their need for
more practice time with these strategies in order to be able to put into practice what they have
learned with their students. Second, the participants spoke about their university preparation
programs in terms of what they learned in regard to the 27 EBPs. The teachers mentioned the
theoretical coursework offered during their preparation as well as the insufficient length of time to
train in these practices. Third, ways of learning were also discussed by the participants in terms of
their attempts at using some of the 27 EBPs to explore their effectiveness. Accordingly, three
categories were indicated within this theme: 1) professional development; 2) university
preparation; and 3) teacher experimentation.
Professional development. This categories emerged when all seven participants frequently
spoke about their professional development experiences. The Saudi teachers of students with
autism shared similar experiences of how professional development in these practices had been
delivered. All the participants perceived that they obtained unprofessional and insufficient training
in the 27 EBPs. Hamad explained:
I believe we are not receiving the appropriate training in these practices. All the
professional development that I participated in was lectures about how these practices
could work with students with autism but no training was provided on how to use them. In
addition to that, all those who instruct in these courses are people who are not specialized
in the field of special education and, I think, have never seen or worked with a student with
autism in their lives. I think that the goal of these courses in the first place is money; it's a
waste of the teacher's time. Unfortunately, we are forced to participate in such failed
courses.
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Similarly, Aid described the quality of the professional development he attended to learn
about the EBPs. He stated that the purpose of establishing such courses is only to obtain an
attendance certificate, rather than to develop teachers' skills.
There are courses offered to us by the school and by the education administration
department. Neither are adding anything new to developing our skills in using any
educational practices. It is only a reminder of what we are already doing at the school and
the aim of it is to obtain an attendance certificate. There is no real training on the 27
practices, and I feel that the benefit of this professional development is only 10%. The
duration of these courses ranges from one hour to 3 hours a day, and they are taught by
people who are not specialized in the field of special education. (Abid)
The quality and effectiveness of the professional development courses on the EBPs offered
for teachers was also discussed by Abid. He expressed the reasons why he stopped attending these
courses.
I stopped attending any training courses for a while, and the reason for that was that
these courses are duplicated courses and do not contain anything new. They do not support
me in how to use any of the 27 EBPs. In addition, the scheduling of these courses interferes
with my working time at school, and I prefer to spend that time working with my students.
Honestly, I know a lot of teachers are taking these courses to escape school time, not for
learning new skills.
Salim shared a similar perspective on the quality of training in applied behavior analysis
(ABA) as one of the 27 EBPs that he attended. He discussed his experience of attending this course
and the difficulties in finding appropriate professional development.
I remember I participated in educational sessions offered by private organizations
on how to deal with children with autism and how to reinforce desired behaviors, which
were also not scientific methods to my knowledge. I also always look for more serious
training, but I haven't found any yet. There was no cooperation from the school with regard
to supporting teachers' skills or motivating them to participate in any professional
development. I remember I participated in a course a long time ago that was good. It was
just a dialog about the 27 techniques but without any training in them. Courses in ABA are
now available at the school. I participated in one and it was just basic information and not
useful either. (Salim)
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Two other participants talked about the cost and the lack of professional development for
EBPs. Shahad and Nof mentioned their experiences of the difficulties in finding and attending the
appropriate professional development.
Throughout my entire teaching career, we have never been offered any professional
development in any of the 27 practices by the school. All the courses offered were by
private organizations that we must pay out of our own pockets to attend. In addition, most
of these courses are for men only.
Nof stated a similar concern:
I work at a private school, and we have not been required to attend any professional
development on the 27 practices. Some professional development was offered by some
private institutions but none of their courses and training concern students with autism at
all. Thank God I'm not required to attend this professional development because it's so
expensive to do so.
All of the participants stated their need for effective professional development in order to
be able to implement the EBPs. One teacher shared his personal experience of the professional
development offered in Saudi Arabia compared with his three months of training in Australia.
I see many teachers trying to implement these practices with their students and I
am one of them, but I think that we need more training. To implement these practices we
need high-level training. The professional development we receive is often very brief and
does not include any practical time. To my knowledge, the 27 practices are the kind of
techniques that require more training and high-level skills for teachers to be capable of
using them perfectly. I was lucky to go to Australia for 3 months in a professional
development program called the "Teachers Experience Exchange Program." During this
period in Australia, I developed many skills, such as how to perform effective classroom
activities for students with autism. I also saw a lot of the materials used to teach students
with autism as well as the stuff that needs to be available in the classroom. I also learned
the correct way to use some practices such as reinforcement and task analysis. Most
importantly, I also learned many ways to involve the parents in their child’s learning
process. (Mazin)
University preparation. This was a category that emerged when six of the participants
shared their perspectives on the quality of their teacher preparation programs in terms of being
instructed in EBPs. These programs consisted of an undergraduate degree in special education with
a concentration on the ASD track. The participants frequently spoke about the limited training in
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EBPs for students with ASD in their programs as well as the focus on theoretical coursework
during their preparation. The participants perceived that their teacher preparation programs failed
to help them develop skills that would empower them in using EBPs. The participants expressed
that they felt underprepared to work with students with ASD when they started their teaching
because they were provided with very limited resources concerning how to implement strategies
for ASD in their preservice preparation.
Salim stated the lack of attention in his teacher preparation program to preparing teachers
to use interventions with students with ASD. He noted that the university courses offered during
his preparation were very theoretical regarding a few of the EBPs. He began developing his
teaching skills after graduation and working in a real classroom. According to Salim,
Regarding the 27 practices, I remember during my undergrad preparation we were
taught to practice only reinforcement and modeling. I use these two practices on a daily
basis with my students. I remember learning about them through theoretical explanations
and taking notes with my professor about how to use them with students with autism. I
don't remember at any time being assigned a task to practice any of these strategies in a
real classroom with an actual student. My university preparation was very poor and limited;
I did not develop any such skills during the time at college. Now, after 5 years of working
with students with autism, I have started to improve my skills and learned how to deal with
students with autism. I always try to think back to apply what I learned in my undergraduate
prep, but, unfortunately, I found that I graduated unprepared for the classroom and I am
still in need of improving my teaching skills.
Abid graduated from a different university but had similar thoughts to Salim with regard
to a lack of preservice preparation in EBPs. He commented on the insufficient coursework he
received during his preparation time. Similar to other participants' experiences, Abid also started
learning about the 27 EBPs after spending many years teaching students with autism. Abid
explains,
I have been a teacher for 10 years and everything I have learned about how to work
with students with autism was after I graduated. The preservice preparation was completely
unrelated to what was actually happening in the classroom. I didn't learn any of these
scientific practices in the university preparation. None of the university curricula were
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related to how to deal with students with autism and focused only on some scientific
theories such as Pavlov's "classical conditioning." There was only one class that I
remember on ABA and this class only talked about how to use reinforcement with students
with autism. I hope these practices will be incorporated into undergraduate preparation
more intensively so that the teacher does not have to spend 10 years in service to become
skilled in how to use some practices.
Shahad stated that a lack of opportunities to use EBPs impacted her ability to teach students
with autism. She observed that the courses she attended during her preparation program did not
match the reality of the classroom. Shahad recalls,
I had heard about some of these practices in some university courses but never used
them. The reality after I graduated and started my teaching career was completely different
from what we had in these university courses. I was frustrated when I started teaching
students with autism because I did not have any skills to teach them. I had to start learning
for myself by looking for some strategies that I could use with my students.
Two of the participants evaluated their experiences of learning EBPs in their graduate
coursework compared to the undergraduate coursework. From their perspectives, Abid and Mazin
recognized that the nature of the graduate coursework has greatly supported their skills in using
EBPs due to its focus on ways of implementing these practices. According to Abid,
I did not learn much about these practices in my undergraduate preparation
program, and there was no focus on developing our skills as teachers in any strategies that
we could use with students with autism. I remember only a few of these practices were
mentioned in some of the BA classes. But when I started studying for my master's in
autism, the focus was largely on EBPs and their implementation with students. I then
discovered that I had implemented very few of these practices. I was also implementing
them incorrectly or incompletely due to my lack of knowledge about the specific phases of
each practice as you know. I think during the BA we lost 4 years through learning irrelevant
topics concerning how to teach students with autism. Imagine if we had spent that time
learning about the 27 practices, as we did in the MA classes. I have been teaching for 15
years now. What I have provided to my students in the last 3 years after my MA is equal
to all that I have done in the past in terms of developing their skills.
Mazin also believed that his master's coursework was more focused on improving his skills
in using scientific practices with his students. He expressed the reasons for his desire to obtain a
master's degree. Mazin stated,
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I studied for a BA in behavioral disorders and autism, then worked for 2 years, and
now I'm doing my master's degree in the same specialty. The reason I am studying for an
MA is to develop my skills in working with students with autism. Another reason that I
decided to complete my MA was the lack of support for teachers in the school when I was
a new teacher. I have just completed my master's studies, and I feel I have improved my
skills. This is because what I learned in my MA is totally linked to these scientific practices
for students with autism, and these are the types of interventions I was looking for when I
started this career.
Lack of resources. A category emerged when all seven participants described similar
experiences regarding how they learned about EBPs. The teachers described their experiences of
their attempts at learning and implementing the EBPs with their students. Those implementation
attempts were to ensure whether a practice was effective or not when working with their students.
The participants expressed that there was a lack of Arabic resources with regard to how to
implement EBPs and the most common way for them to learn about these practices. Abid
explained,
I usually try to learn these practices through reading and translate some foreign
references and try to develop my skills. I also often learn from YouTube as there are a lot
of professionals who are using these practices correctly. But the problem is that some of
these YouTube videos are in a language other than Arabic, and I have difficulty
understanding them. However, I try out the strategy with my students, and if it doesn't
work, I try another practice. I feel that my work is disorganized. I still have difficulty
finding Arabic resources related to the EBPs for students with autism. The Arabic library
is very poor with regard to autism in general.
Shahad expressed her frustration at finding an effective practice for her students due to the
lack of resources. However, she has tried many different ways to learn about EBPs. According to
Shahad,
I always try to find practices that I can use with my students in the classroom. Some
educational situations force me to learn new and effective practices. I searched on Google,
which usually direct me to sites that have useful strategies for autism, but I can't read
English. When I find practices explained in my language, I try them with my students and
see how effective they are. I know very well that I am not using them properly but I am
trying to help my students' skill development. Sometimes I get frustrated when I search and
try to learn a new practice and when I try it with my students, it fails. I have benefited from
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other teacher cohorts such as the psychiatrist in our school. She was very helpful in teaching
me the right way of using reinforcement and video modeling with my students.
Similarly to Shahad, Salim has attended sessions with a psychiatrist in his school as a way
to learn about some behavior modification strategies.
I often try to develop my skills in behavior modification strategies. As you know,
we have a psychiatrist in the school, so I often refer students who have aggressive behaviors
to him to reduce these behaviors. And when I refer my student, I attend some sessions with
the psychiatrist so that I can understand some of the techniques he uses. I have developed
some skills doing that. I want to develop more skills in all of the 27practices because when
I read about them, I feel this is what I really need with my students.
Nof has tried some Arabic resources and asked for teacher support to acquire more skills
in using EBPs with her students with autism. Nonetheless, the frustration has continued and she
declared her desire to quit the teaching profession.
I do not know when is the right time to use these practices, and I do not know what
is appropriate for my students’ abilities. I do not know if I am using them in the right way,
but I often try as many of these practices as I can to find the best fit for my students. When
I was looking for information from the more experienced teachers in the school, they
always advised me to try the practices until I found the appropriate one for my student’s
ability. I bought some books about how to deal with autism, but all of them are limited to
explanations about autism characteristics. Honestly, I don't want to stay in this field
because I feel that I don't have the skills to help these students.
Hamad explained how his desire to use assistive technology has increased, despite the lack
of resources available on how to use assistive technology specifically with students with autism.
However, he found some Arabic YouTube videos that explain the use of technology in teaching in
general. He adopted the way technology is used in the YouTube resources to use with his students
with autism. Hamad explained,
In my third year as a teacher of students with autism, I moved to another school
district with tools such as a smartboard, resource room, and fully equipped classroom with
all the tools needed. Then my desire to learn new practices through which I could benefit
my students increased. So I started by searching for Arabic YouTube videos to find out how
to use assistive technology in teaching my students. I have developed a lot of skills and
there was remarkable progress in my students ’academic achievements last year. My
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students now are more engaged in the learning process and they like to use the smartboard
and go to the resource room.
Two other participants who speak two languages, Arabic and English, have relied on some
foreign resources in order to learn about EBP implementation. Mazin has improved his skills in
some EBP implementations through foreign YouTube videos because the Arabic resources did not
help him develop new skills. According to Mazin,
Actually, I learned the two practices on my own modeling at the university, but I started
reading about them a lot to develop ways to use them properly. I relied on some Arabic
resources and the experiences of some teachers to get to know these practices, but it didn't
really help me. I learned from foreign YouTube clips how I can use EBPs and what skills
these practices are targeting. I learned to use exercise via YouTube and found it very useful
for students with ADHD. It is easy to use and does not require many tools. Sometimes I
fail to use some of these practices and then I search for the problem and try to use them
again. For example, I try to use them at different times or in different environments so that
I can integrate the student into a practice until it is successful.
Similarly, Abid stated how he was able to access foreign research literature on EBPs for
autism as well as literature relevant to implementing EBPs. He explained how he was able to
develop more skills in implementing EBPs due to an abundance of foreign articles about how to
do so.
I started to do more research about EBP implementation after I completed my MA
and I began to use them step-by-step with my students. The best English website that
provided me with what I needed was ProQuest because it contains a lot of articles about
these practices and how to implement them. When I used these practices previously, I was
not sure whether the student had acquired the desired skill or not until I learned how to use
the implementation checklist to evaluate the student’s progress. I also know that there are
several phases for each practice and it is so organized to help teachers in using them
correctly with the students.
Findings for Question 3
Question 3 examined how Saudi special education teachers of students with autism
evaluated their use of any or all of the 27 EBPs. Based on the interviews conducted with the Saudi
special education teachers of students with autism, this section provides interpretations of the
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major themes and categories that emerged from the data analysis process. Table 10 displays the
thematic findings for this question.

Table 10
Themes and Categories for Question 3
Themes

Categories

Theme 3

3.1.The most used practices

Issues of implementation

3.2. Number of students
3.3. Lack of materials

Theme 4

4.1. Issues of teamwork

Issues of cooperation

4.2. Issues of administrative support

Theme 3: Issues of implementation
As the Saudi special education teachers talked about the use of EBPs for students with
autism, the theme of issues of implementation emerged. The data analysis process revealed that
Saudi special education teachers explained their use of EBPs in three different ways. First, the
participants talked about the common practices that they use with their students with autism. All
seven participants explained their way of using one or more of the following practices: 1)
modeling; 2) exercise; 3) functional behavior assessment; 4) peer-mediated instruction and
intervention; 5) social skills training; 6) reinforcement; and 7) picture exchange communication
system. Second, the participants also discussed some of the difficulties they face when
implementing these practices due to the large number of students in their classrooms. Third, the
participants reported barriers and challenges in accessing the supplemental materials involved in
these practices, such as electronic devices and materials that must be available to implement EBPs.
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Accordingly, three categories were indicated: 1) the most used practices; 2) the number of students;
and 3) lack of materials.
The most used practices. In this first category, all seven teachers across seven different
schools explained their experiences of implementing EBPs with their students with autism. The
participants also mentioned what skills they were targeting to develop in their students by using
these strategies. The most targeted skills were social and communication skills. One participant
described the use of modeling in teaching literacy to his students. Salim expressed the effectiveness
of the modeling strategy in teaching his students writing skills. He talked about how he used this
practice in specific steps. According to Salim,
I use modeling a lot with my students to teach them writing. For example, I write
the word on the blackboard while the student watches me writing the word more than once.
Then I break the word into letters and write each letter on the board. I repeat the steps with
the student more than once while he is watching me do it. Then I ask the student to do what
I have done and try to copy me, and I repeat the steps more than once. When the student
follows the steps correctly, I verbally reinforce him. When the student completes the task
and writes the whole word properly, I give him a piece of candy. I often use this practice
with all my students, and it is an effective strategy.
The exercise strategies appear to be used more often than others by teachers to reduce their
students' hyperactivity. Two participants explained using exercise in different ways to prepare their
students for the school day. Mazin stated,
I often use an exercise strategy with my students before I start my class for several
reasons. Exercise helps reduce overactive students and makes them more engaged in the
educational process. When my students arrive at school, I take them to the schoolyard, and
we walk for 5 minutes then we play soccer to give the students the opportunity to discharge
their energy before going to class. I see a lot of benefits in doing this before they start their
class time like decreasing some behaviors.
In the same manner, Nof has used different types of exercises with her students to make
them more focused in the classroom because she sees improvements in their desire to learn by
doing so. Nof explains how she utilizes this exercise strategy:
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I use star jump exercises with my students to draw out their excess energy and
reduce hyperactivity. When I engaged students in these exercises for 10 minutes, I observed
their educational desire increase and they became more focused in the classroom after the
exercise. Recently, I stopped doing this because the school principal prevented me from
doing it for the students' safety. So now the students have started doing star jumps in the
classroom and it has become very difficult to keep them seated. They want to stand and
move in the classroom, which makes the educational process more difficult.
Two participants explained their use of reinforcements with their students with autism as
one of the EBPs. Aid noted some differences that teachers should consider when using a negative
reinforcement strategy. He also mentioned that honesty with the students is what makes
reinforcement effective. According to Aid,
I use negative reinforcement with my students by removing things that the student
does not want in order to increase the desired behavior. I often motivate students verbally
when they complete a specific task. Most importantly, I am honest with them to build a
good relationship. If I promise my students a reinforcer, such as a school trip or any other
reinforcer, you have to be honest in your promises to your students. I see that many teachers
do not fulfill their promises with the students. As an important fact, negative reinforcement
should not be confused with punishment and lying. I see this mistake every day; some
teachers use verbal punishment a lot by shouting at their students as a negative reinforcer
when they engage in unwanted behaviors.
Similar to Abid’s comments concerning teachers being honest with their students with
autism to make the reinforcement strategy effective, Abid explained how he changed his method
of using reinforcements. He also explained the implementation steps of this strategy with his
students.
Before getting my master’s, I was using reinforcement incorrectly. Sometimes I
wasn't honest with my students in giving them the reinforcers they deserved so this strategy
lost its value with my students. Now I use it better and more accurately. I start by collecting
information about the student by sending a questionnaire to their parents to find out what
the student likes and dislikes. I also observe the students at the school for one week at the
beginning of each semester. After that, I select the appropriate reinforcers for each behavior
and determine the most to least desirable reinforcers for each student. Then I create
reinforcement posters for each student and hang them on the wall with their names on them.
These posters contain various reinforcement options for the student to choose. If the student
accomplishes an educational or behavioral task, they can choose between reinforcers. The
student needs to collect more points to get larger prizes. Students can also work together
and put their points together to obtain a school trip.
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Two other participants shared their use of peer-mediated instruction and intervention to
improve their students’ social and communication skills. Hamad mentioned his focus with his
students is always on social and behavioral skills. He explained in detail how he implements peermediated instruction in addressing his students' social and communication needs. He also referred
to the importance of this strategy with students with autism in the early school grades.
I like to use peer-mediated instruction with all my new students in the first grade.
It is very important to understand their behavior before interacting with their peers in the
classroom environment. I start by contacting the student’s parents to collect information
about the student's most important undesirable behaviors. This is because what is usually
written about the students in their records is inaccurate, which is why I try to collect
information directly from the family. After that, I put the students under observation for 2
weeks with their peers from general education to observe their interactions with one
another. This observation takes place in the school play center and before entering the
classroom. Once I have collected sufficient information about the student, I integrate them
into the classroom and start working on their undesirable behaviors if they appear. One of
the behaviors that I try to develop the most in my students is getting them to accept the
classroom environment and developing their social skills with their peers. (Hamad)
In terms of teaching social skills to students with autism, Shahad also uses peer-mediated
instruction and intervention with her students. Shahad sees the effectiveness of this intervention of
teaching her students social laws and social communication. In addition, she stated that her
students learn quickly when using such practices. According to Shahad,
One of the practices I use the most is peer-mediated intervention in which I teach
my students social laws. I integrate normal students into the classroom with my students
with autism to make them observe how they deal with social laws. For example, I taught
them how to stand and wait in line for their turn when playing and how to ask permission
before leaving or entering the classroom. In addition, I also taught them social
communication in terms of how they greet each other in the morning before entering the
classroom and how to say goodbye before leaving school. This practice was one of the
most beneficial for my students; I feel they learn faster from their peers than from me.
The number of students. A category emerged when five of the participants shared some of
the challenges that they experience when implementing EBPs in the classroom. The participants
frequently spoke in different ways about the ways in which having a large number of students in
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their classrooms impacts their use of EBPs and creates challenges in the learning processes. Some
of the participants expressed difficulties in terms of the multiple disabilities in the same classroom
as well as the diversity in the severity of the autism. Other participants cited the number of students
as an obstacle to teaching each student independently along with using one practice simultaneously
for all the students. Taking notes, observing each student's progress, and the class time were also
related obstacles produced by the large numbers of students in the classrooms as perceived by the
participants. According to Aid,
I teach eight students with autism that ranges between high functioning and severe
on the spectrum. So, I cannot use more than one practice at the same time or one practice
with a group of students due to their different needs. As you know, implementing these
practices consumes so much time and effort. In addition, despite the large number of
students, most of them have ADHD and I need to pay attention to each one of them in the
classroom. I can't just work with one student and ignore the rest.
Abid noted that the complexity of implementing EBPs is incompatible with a classroom
full of students with autism and may result in an unequal learning process by withdrawing the
curriculum from other students in his class. Abid explained,
I often try to move away from practices that focus on one student when
implementing them. This is because I teach five students on my own without even a teacher
assistant in my classroom. It is very difficult to use the 27 practices in my classroom
environment due to the complexity of the implementation of specific steps. In my opinion,
these practices should be implemented individually and in behavioral clinics, not in a
classroom full of students. When I use a practice with one student, this means that I have
to ignore the rest of the students which is an unfair learning process.
Similarly, Mazin noted that the number of students may cause unequal learning processes
when he tries to use EBPs with his students and track their learning progress at the same time.
Mazin stated,
I teach 18 classes a week and more than 15 students in different grades. I feel that
I do not have enough time to use these practices. These practices require taking notes and
observing each student's daily progress. In addition, the other school tasks I have to do such
as grading assignments and following up with students' parents. I actually do all of that by
myself; it's a lot of work. Unfortunately, I have followed an unfair strategy, which is that I
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focus more on some students because it is difficult to take care of all the students at the
same time.
Hamad mentioned the unique frustration he experienced, which included a large number
of students and an ill-equipped school environment. According to Hamad,
You know when I started teaching, I had 15 students in my classroom with autism
and other disabilities. The building I was teaching in was a very old rented building that
did not meet the safety requirements of a school environment. In fact, it was a house that
had been converted into a school. My classroom was located in the kitchen of this house
‘seriously no joke’ and the air conditioning wasn't working in this building. I only had a
blackboard, and the nature of my work became like that of a babysitter.
Shahad compared her personal experiences of working with large and small numbers of
students in terms of teaching effectiveness and abundant time.
When I worked in a public school, the class time was very short and the number of
students was high. I couldn't use any of these practices and it was very difficult to deal with
six students at the same time. But when I moved to the private school, I only had a
maximum of two to three students in my class, and I used to work with them all day long.
My work was very organized and interesting as well as beneficial to my students. I was
able to focus on them and further understand their behaviors, abilities, and needs.
Issues of materials. When the participants were asked about how they use EBPs in the
classroom, a category emerged when six out of seven participants mentioned the lack of necessary
materials for implementing EBPs. Several of the participants referred to lacking required materials,
such as a shortage of portable devices along with several tools for specific EBPs. Some of the
teachers also mentioned difficulties accessing the resource rooms in their schools and insufficient
experience of how to use EBPs. In terms of device shortages, Nof stated,
I feel using any practice that involves technology is beneficial for my students; they
like that. I only have three students with autism in my class, but the teaching tools I have
in the class are blocks and one iPad. Sometimes when I want to work with a student on a
specific task, I have to make the other students wait because I do not have enough devices
for each student. When I do that, the other students will sometimes start to engage in
distracting behavior. But if I had more than one device, I might be able to engage more
than one student in different tasks.
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Abid mentioned not having a resource room in his school and confirmed there was a lack
of materials to implement EBPs with his students.
I do not have any materials to implement these practices in the school, and, as you
know Ahmad, these practices require specific tools for implementation. It is sad that our
school does not even have a resource room for students with special needs. How will they
provide us with the needed materials? This group of students needs different treatment and
teaching materials and not what is available today in our classes – blackboards and toy
blocks. I sometimes bring my own iPad with me to use in teaching my students.
Abid talked about his excitement in using the picture exchange communication system
strategy with his students. Due to the lack of sufficient materials, he tried to create these pictures
himself to be able to use this strategy. Aid explained,
It is difficult for me to use such practices as the required tools are not available in
my school. I believe that each of these practices requires certain materials in order to be
able to implement them and also a suitable classroom environment for implementation. For
example, I was very excited to implement the picture exchange communication system but
I did not find sufficient materials to do so. I designed and printed some pictures myself to
communicate with the students, but, unfortunately, the quality of the pictures was bad and
unclear for the students.
Hamad talked about his attempt to use a modeling strategy with his students with autism.
However, the lack of portable and nonportable devices created challenges in implementing the
strategy with his students. Hamad stated,
These practices depend on three things: the student, the teacher, and the materials
used. If one component of these elements is missing, then these practices cannot be used.
For example, when I used modeling, I needed tools like technological devices, which I
could not provide. You, as researchers, are talking about what is appropriate for the
students with autism and what are the most beneficial practices but, actually, there are more
important things than that. We need you guys to see reality more closely; we are not
supported in terms of materials to teach students with autism. I buy the materials I need at
my own expense sometimes. I don't even have a desk or computer as a teacher to prepare
for my school day.
In contrast, one participant explained that the materials were available in his school district.
However, he referenced his lack of experience in putting these provided materials into practice for
his students. According to Salim,
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I teach in a private school and the school has provided us with all the materials
needed; we have a huge resource room. However, the problem that I face when I try to use
these practices is that I do not have the knowledge nor the experience in how to use the 27
practices. I don't know what the appropriate practices for my students’ needs are, nor do I
know if I can use more than one practice to develop the same skill.
One of the participants compared his personal experience in terms of the materials available
in Saudi schools to Australia where he attended 3 months of a professional development program.
Mazin stated,
When I was in Australia, the school provided us with all the tools that we requested,
which made implementing these practices way easier. They used to provide us with
computers, iPads, smartboards, and all the concrete materials. The classroom was also large
and divided into several sections such as a play section, an independent work section, and
a computer area. I had a teacher assistant to help me with everything I needed.
Unfortunately in Saudi Arabia, the classrooms are very small and do not have the materials
necessary to implement these practices and to be a productive teacher.
Theme 4: Issues of cooperation
As the Saudi special education teachers talked about the use of EBPs for students with
autism, the theme of issues of cooperation emerged. The data analysis process revealed that the
Saudi special education teachers perceived that the absence of cooperative work in their schools
has impacted upon their use of EBPs. The participants spoke about the issue of cooperation in two
different ways. First, some cited the issue of teamwork between special education teachers and
general education teachers in terms of conflicts of interest in EBP use with students with autism.
Many teachers also expressed that there was a lack of parental cooperation with regard to the
learning process of the children. The issue of cooperation also appeared in the absence of recording
information about the students' academic backgrounds.
Second, the issue of a lack of administrative support for the teachers in implementing
EBPs was mentioned. Several participants reported a lack of support among their school
administrations in providing what they needed to enhance the educational process. In addition,
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they mentioned the unwillingness of their administrations to support teachers in developing their
teaching skills. Moreover, student misclassifications and their distribution in the appropriate
classes were also cited.
Issues of teamwork. A category emerged when four out of seven participants indicated the
absence of cooperation among teachers and students’ parents as barriers to implementing EBPs
for students with autism.
Hamad remarked upon the absence of individual education plan (IEP) teamwork in his
school and the lack of involvement by the general education teachers in the education process for
the students with autism. Hamad stated,
Not all the teachers in our school are interested in implementing EBPs. As you
know, these practices require collaborative teamwork. In our school, we do not even have
an IEP team. In addition, there are only three teachers for students with autism and the rest
of the teachers are general education teachers who are not familiar with working with
students with autism. When I work with the students I usually take notes about the student's
progress to create a record for each one. The general education teachers do not go over
these notes as they believe they are not important to them because they teach in their own
ways. They also do not cooperate in giving me information about the students' progress in
their classes. No one cares about an information exchange regarding the students' status.
Aid also explained that his work with students with autism has been difficult due to the
lack of information exchanged between the teachers and the absence of concise student profiles.
This absence of information on the students creates difficulties for him in choosing the appropriate
EBPs for his students. Aid explained,
I remember every time I have started working with a new student, I have not found
any student profiles or academic records that I can view. None of the teachers create a
special file for each student, and this means that when I start working with a new student,
I must start from zero and not from what other teachers have done with him. The absence
of collaboration in creating reports about the students makes my work difficult in terms of
making decisions regarding choosing the best fitting practices for the students' needs.
Other participants expressed their concern that the low level of parental involvement in
their children’s educational processes makes the use of EBPs more challenging. Abid spoke about
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his dedication to trying to involve families and teach them how to use some of the EBPs but he
has not found the cooperation he needs. Abid stated,
I face pressure as a result of families' aspirations. These aspirations put a lot of
pressure on me at work. They want their child to gain skills quickly. And as you know, it
takes a long time to see academic or social progress working with students with autism. I
dedicate my time at home and school to helping my students because I love what I do, and
I am very happy when I see their improvements. You know sometimes I try to teach parents
how they may use modeling or any other easy practice at home, but some families do not
cooperate with me and do not do what I ask them to do. So, I have to do everything myself
which makes the use of these practices harder.
Mazin compared the teamwork in Saudi schools to that in Australian schools and referred
to the way in which parental involvement and the IEP team play a critical role in improving student
outcomes overall. He also expressed the parental support he received when he used new teaching
methods. According to Mazin,
When I was working in Australia, there was a teacher assistant who helped me
manage class behavior, take notes, and prepare my classroom for lessons. There was also
organized teamwork and an entire team striving to achieve the same goal. We set goals and
chose the practices most appropriate for each student's abilities and worked together as a
team. This team consisted of the teacher, the child's parents, a representative of the school
system, and an individual who could interpret the evaluation results. I realized that the
parents' participation in this team played a critical role in the students' progress and allowed
me to be more creative when I worked with my students. Sometimes I presented what
practice I wanted the parents to use with their child and they would carry on and try it with
their child at home. Here in Saudi Arabia, I am doing this whole job by myself. I do not
have the desired cooperation from the students’ parents. Families do not care about what I
send them about their child's progress. Not all of them, but most of them, want you as a
teacher to do everything on your own. It is very difficult to fulfill their ambitions of meeting
their child’s needs without involving them. They must work with me.
Issues of administrative support. A category emerged when the participants were asked
whether they have tried to overcome the above issues and challenges to implement EBPs. The
teachers frequently spoke about the impact of the work environment on their teaching ability as
well as the lack of support from their school administrations.
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Hamad described his school administration's lack of support in meeting his request to unify
the goals of both the general and special education teachers, and how his demands were declined.
He also provided a reason for why his school is not interested in meeting this need. According to
Hamad,
Often we request the tools from the school administration, but our requests are
rejected on the pretext that the school does not have the financial ability to provide what
we need. I have also submitted more than one request to the school to organize seminars
for general education teachers and unify our goals, but they are not interested in doing so.
I feel it's the school administrator's duty to set up and put effort into serving this category
of students. The reason they never respond to our demands is that when public schools
integrate students with disabilities, all the general education teachers get a 20% salary rise.
So, they are not looking out to serve students' needs but to serve their own needs.
Similar to Hamad, Mazin mentioned his desire to create a more organized work
environment in cooperation with his school. He expressed the unhealthiness of the school
administration’s attitudes toward teachers.
In fact, I do not receive cooperation or support from the school administration to
create a more organized work environment. I feel that they don't care about the students
with special needs in the school. I hope there will be more cooperation and care from the
school administration. We want support to help our students. Unfortunately, the
administration staff exercises roles of authority and superiority with us and not roles of
guidance, support, and cooperation. They look for our weaknesses to hold us accountable,
not to help us.
Abid indicated that the school’s misclassification of students' disabilities made it harder
for him to choose the best EBPs for his students. Abid stated,
At the beginning of the school year, students are classified as students with autism
and students with mental retardation conditions. This classification comes from the school
administration without any identification criteria tests or medical reports. This makes it
difficult for me to choose the best fitting practices when I have no background about the
students’ disability statuses or needs. I remember last year I had two students with mental
retardation and one student with autism in my classroom. The school administration knew
that, but they believe it's all the same disability so they don't see a difference between
autism and mental retardation. One of my students with autism was performing well last
year and making huge academic progress in most of the classes. I requested the school
administration include him in a general education class and they declined my request
without any valid reasons.
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Shahad compared some of the differences between both private- and public-school
administrations in terms of encouraging teachers to learn new practices and develop their skills.
She also mentioned difficulties using the resource room in her school. According to Shahad,
In the public school where I work now, they have a resource room for students with
LD only and I'm not allowed to use this room. When I ask to use this room for my students
with autism, they make me wait for weeks. Sometimes the school provides me with what I
need, but it takes a long time. When I worked for the private school, they were so supportive
and encouraged us to use new learning practices with the students and provided us with
everything we needed as soon as we asked. They even offered us specialized courses in
how to use new teaching practices to develop our skills.
Findings for Question 4
Question 4 examined how Saudi special education teachers of students with autism assess
other practices in teaching their students. Based on the interviews conducted with the participants,
this section provides interpretations of the major themes and categories that emerged from the data
analysis process. Table 11 displays the thematic findings for this question.

Table 11
Themes and Categories for Question 4
Themes

Categories

Theme 5

5.1. Behavior interventions

Other practices

5.2. Social skills support

Theme 6

6.1. Knowledge transfer

Methods of learning

6.2. School training
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Theme 5: Other practices
The theme of other practices emerged when the participants were asked about their use of
other effective strategies for teaching students with autism apart from the 27 EBPs. The
participants responded with the details of other practices and their effectiveness as well as the way
they learned these strategies. Several participants indicated some other intervention that they
frequently use with their students with autism. The participants also talked about how they
implement these practices in two different ways: behavior interventions and social skills support.
Behavior interventions. A category emerged when the participants frequently mentioned
the use of the planned ignoring strategy when students engaged in unwanted behaviors. Three
participants described the way they use the ignoring strategy in dealing with students’ repetitive
and negative behaviors.
Shahad explained her method of reducing her student’s repetitive behaviors by using
hourglasses to manage the intentional ignoring time for her students. Shahad explained,
I had three students and they had some repetitive behaviors. I used to deal with this
behavior by temporarily ignoring them. When a student engages in unwanted behavior, I
put an hourglass in front of him and allow him to practice this repetitive behavior for 3
minutes. Then after that, I ask him to stop this behavior. Gradually, I reduce the time that
he can engage in the same behavior. I repeat the steps until this behavior fades. I face
difficulties with some students understanding the time concept, but they understand the
purpose of the hourglass.
Another participant explained his use of the planned ignoring strategy and deprivation of
reinforcement as consequences of a student's negative behavior. Hamad explained that when his
students engage in negative behavior,
I use the ignoring strategy a lot with my students. Because sometimes they engage
in negative behaviors to express their demands in order to get what they want. When I
ignore a student who engages in unwanted behavior, I feel he understands that I will not
respond at all. For example, when I go to class after the morning queue, some students sit
on the floor, conveying they do not want to go to class. Then I put an “X” in front of the
student’s name on a small board, which means he won't get morning candy. Often students

97

respond to this type of intervention to get candy. Then, I explain to the student the reason
for being ignored and his unwanted behavior will cost him candy if he does it again. This
strategy makes my students more receptive to my instructions and reduces negative
behaviors.
Similarly, another participant expressed her reason for using the planned ignoring strategy
with her students and also confirmed the effectiveness of this strategy. Nof mentioned two other
practices that teachers use in her school to advance the students who have ADHD attention
difficulties. According to Nof,
I often use the ignoring strategy with students’ negative behaviors. When a student
engages in undesirable behavior, I ignore him completely because when he engages in this
behavior, he or she wants to get my attention. So I act like I don't see what he is doing until
he stops doing that behavior. It works with some students and fails with others especially
with students with ADHD. You know in our school how some teachers deal with students
with ADHD? They tie their students to the chair to force them to focus during a lesson and
not move.
Social skills support. A category emerged when three of the participants talked about other
strategies they use in teaching students with autism. These three participants indicated the morning
session strategy as one of the most used strategies in developing social skills for students with
autism. The participants spoke about the use of this strategy in three different ways. Aid explained
his use of the morning session to develop his students' interaction skills with one another.
According to Aid,
I teach my students social skills. For example, at the beginning of each school day,
I do something called the morning session strategy for one hour. In this strategy, I train my
students in how to greet one another and I encourage them to start the greeting, not wait to
be greeted. If we have a new student, I try to teach the student how to introduce himself to
the group to develop conversation skills. I have taught some students now how to introduce
and welcome a new student into the class. During the morning session, I try to make them
talk about what they want to learn today and express their expectations of the school day.
Sometimes I involve students from general education classes in the morning session to
model one social interaction for my students and to help them. Over time, I feel that my
students are becoming more social with the other students. I think this strategy is very
beneficial for students with autism in developing social communication skills.
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Similar to Aid, another participant used the morning session strategy to develop his
students’ social skills in terms of how to wait in line and exchange roles when playing with other
students. Abid also involved general education students to model targeted skills for his students
with autism. Abid stated,
Due to the large number of students in my class. I do the morning session in group
learning and I focus on social skills. For example, I divide the class into two sections; each
section contains a type of play. Students can choose from these games and take turns in a
game. The purpose of this strategy is to teach the students social skills such as how to wait
in line for their turn and also to develop the concept of choosing what they like to do.
Before starting this strategy, I create a model for them with their general education peers
on how to wait and exchange roles. I try to do this because they like to learn and copy their
peers more than listening to my instructions. This strategy works if the teacher knows the
concept he wants to convey to his students. It is not scientifically proven but very
effective.
However, Mazin stated that he uses the morning session strategy in a slightly different way.
He focuses on involving parents in the morning session to learn more about the social skills that
their child most needs to acquire. Mazin exchanges information with parents to work on the skills
the students need in the classroom. He also instructs parents on what to do at home. According to
Mazin,
The most important thing to me is involving the parent in the morning session. I
always ask parents what social skills their children do not perform well. For example, I ask
them how their child acts in public places and how they interact with their friends, relatives,
and brothers. After that, I focus on developing what they need in the class with other peers.
I teach families how to reinforce their child when behaving correctly. I try to make parents
feel the importance of their role in the educational process. The parent-teacher relationship
is very useful for achieving the teacher's goals and for the families to realize the importance
of sharing responsibility with the teacher. I inform the family about the goals that I want to
achieve with the student in the morning sessions and they help me to address the social
skills of their child.
Theme 6: Methods of learning
As the Saudi special education teachers discussed their experiences in using practices other
than the 27 EBPs for students with autism, the theme of methods of learning emerged. The data
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analysis process revealed that Saudi special education teachers learned about other practices in
two different ways. First, the participants commented on school training to acquire these practices.
Second, the teachers talked about sharing experiences with other teachers to learn about other
interventions for students with autism.
School training. A category emerged when two of the participants stated that their schools
offered them training interventions for students with autism. This training focused on the morning
session strategy that the participants had referred to as an effective strategy for developing the
social skills of students with autism. Aid explained how he learned about the morning session
strategy and indicated the usability of this strategy compared to the 27 EBPs. According to Aid,
I learned the morning session strategy during my training period after graduating
from university. I used to work in a private school and the school provided us with some
training courses about teaching strategies. As new teachers, we were offered 3 weeks
training on how to organize morning session activities for the students, which were all
activities on how to support the students’ social and life skill needs. In fact, this strategy is
very effective and the way to implement it is also easy. It made my students more
interactive with the new people in the school. The morning session strategy is easier to
apply and achieves positive results more rapidly compared to the 27 practices. Often it
takes a long time for the 27 practices to achieve good results for the students and they are
also difficult to implement.
In the same manner, another participant was offered school training on the morning session
strategy in his preservice program. According to Mazin,
In my preservice training program, I worked for 3 months with students with autism
as part of my training. At that time, the school offered 2 weeks of preparation for new
teachers. During those 2 weeks, they taught us how to use the morning session strategy
with students with autism. I was assigned to devise some activities to teach students social
life skills, and the instructor helped me to do so. I didn't consider whether what I was doing
was one of the 27 practices, but I saw slightly positive results in the students' outcomes in
3 months.
Sharing experiences. As the Saudi special education teachers continued discussing how
they learned about practices other than the 27 EBPs for students with autism, the category of
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sharing experiences emerged. Three out of seven participants indicated learning about the morning
session and ignoring strategies from their teaching colleagues when they started in their profession.
ABUL shared his experience of how he learned about the morning strategy, and how he
now tries to familiarize new teachers with the 27 EBPs. Abid explained,
I learned the morning session strategy from some of the teachers in my school when
I first started teaching. There was a teacher in charge of me who taught me how to use it
and other teaching strategies apart from the 27 practices. All new teachers learn the same
way when they start their careers. When I started my career I was shocked that I couldn't
help my students at all due to my lack of skills and this was why I decided to go for my
master's degree. Now I have been teaching for 10 years, and I train the new teachers who
come to our school. I always try to teach them about the 27 practices and give them an idea
about them to avoid what happened to me when I started this career.
The planned ignoring strategy was one of the other practices that the participants used with
students with autism. Two of the participants stated that sharing their experiences with other
teachers was the way they learned about this strategy. Hamad mentioned that several teachers in
his school use this strategy, and he expressed how usable it is. According to Hamad,
I learned the ignoring strategy from other teachers in school. All of them used it
with their students and they recommended it to me. Sometimes it works and sometimes
not. I like it because it is usable, simple, and does not require any training or materials. Just
ignore the student's interfering behaviors to reduce them and then reinforce them when
they stop engaging in this unwanted behavior.
Similarly, Shahad learned the planned ignoring strategy when she worked as a teacher's
assistant under a teacher’s supervision for 3 months in her school. Shahad stated,
I worked as an assistant teacher for 3 months. I saw teachers not interfering when
the student performed any undesirable behavior. When I asked the teacher what I should
do with my student when they engaged in hand flapping or when he started spinning, she
said ignore the student until he stops because he only wants to get your attention. I did not
see any benefits from ignoring the student. I felt that when the teacher ignored the students,
it was not because this was an effective strategy but because of the teacher's lack of
experience in how to deal with these behaviors. I’m still using it because I have no other
options and I feel the students respond to it sometimes.
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Summary of Chapter Four
This chapter outlined the results of the survey instrument to answer Question 1. Interviews
with Saudi special education teachers were also conducted to answer Questions 2, 3, and 4. The
quantitative analysis presented for the survey determined which EBPs were used the most, which
were the following: Reinforcement and differential reinforcement, discrete trial teaching,
modeling, and prompting. The results also indicated that the most infrequently used EBPs were
scripting, antecedent-based intervention, and self-management.
To answer the remaining research questions, qualitative data were collected through
participant interviews. All the themes and their categories were described, defined, and supported
using participants' quotations. The participants’ perspectives were classified under six overarching
themes: (1) issues of confusion, (2) issues of learning and preparation, (3) issues of
implementation, (4) issues of cooperation, (5) other practices, and (6) methods of learning other
practices. Each theme denoted both the similarities and differences among the teachers'
perspectives and experiences with implementing EBPs.
In Theme 1, issues of confusion, it was revealed that Saudi special education teachers
indicated that the EBP scientific terms are inconsistent and similar to one another. The participants
also perceived that the significant support offered by EBPs for their students with autism was in
socialization skills. Moreover, the participants confirmed that the EBPs’ efficiency in supporting
behavior performance exceeds their support for academic achievement for ASD.
The second theme, issues of learning and preparation, revealed that there was limited and
insufficient professional development for teachers in how to use EBPs. The participants also
indicated that their teacher preparation programs left them unprepared to provide effective
instruction to students with autism.
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Theme 3, issues of implementation, showed several barriers that impacted upon the
participants' use of EBPs. The teachers identified the large numbers of students in their classrooms
as one barrier preventing them from using EBPs. The participants also reported some challenges
in finding materials, such as electronic devices and the supplemental tools that are necessary to
implement EBPs.
Theme 4, issues of cooperation, revealed that the teachers perceived that the absence of
cooperative work between special education teachers and general education teachers in their
schools had impacted upon their use of EBPs. The participants also expressed that a lack of
parental involvement creates more challenges in using interventions with the students. The issue
of cooperation also appeared in the lack of information provided about the students' academic
backgrounds. Additionally, several participants reported a lack of support among their school
administrations with regard to meeting their requests to enhance the educational process.
Theme 5, other practices, the participants described the other practices they used with
students with autism. Several of the participants indicated two practices that they used were
behavior and social skills interventions. The participants frequently mentioned the use of a planned
ignoring strategy for behavior modification support. A morning session strategy was also used for
developing social skills for students with autism.
Theme 6, methods of learning, was the last overarching theme in which the participants
specified the ways they learned about the other practices they use with their students. The two
most common ways of learning appear to have been school training and sharing experiences.
School training was offered on the morning session strategy for some of the participants, who
referred to it as an effective strategy for developing social skills in students with autism.
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Alternatively, seven participants indicated they had learned about the ignoring strategy from their
teaching colleagues when they started in the profession.
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CHAPTER FIVE: DISCUSSION
Overview
Understanding teachers' perspectives on EBPs, training and professional development in
their use, and the ability to apply these practices has become a necessity (Chung et al., 2015;
McCrimmon, 2015). Instead of blaming teachers for their infrequent use of EBPs, it is important
to understand their perspectives on their ability to apply these strategies correctly and their
interpretations of the strategies in the first place. Learning more about special education teachers'
perspectives will help researchers gain an in-depth understanding of the teaching mechanisms
involved and possibly bridge the research-to-practice gap (Greenway, McCollow, Hudson, Peck,
& Davis, 2013).
This dissertation explored the perspectives of Saudi special education teachers on the
subject of EBPs with school-aged students with autism through semi-structured interviews.
Another aim of this dissertation was to gain a deeper understanding of the current practices that
teachers are using in the classroom. This chapter discusses the study findings. The implications of
the results are considered along with the recommendations and limitations of this dissertation.
Proposals for future research are also provided and the chapter is summarized.
The KSA announced Vision 2030, which includes an ambitious plan by the Ministry of
Education (Planning and Development Agency, 2018). The ministry has published a new
executive framework for the reform of teacher preparation programs (PDA, 2018). This reform is
aimed at improving the quality of all teacher education, including that of special educators, through
the modernization of teacher preparation programs in cooperation with Saudi universities. This
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operational framework focuses on practical program steps to ensure graduates meet the stated
competencies. This new operational framework is to ensure that teachers and schools are providing
the best educational services and social skills support for their students, especially those who are
in special education programs (PDA, 2018).
The problem addressed in this qualitative dissertation was that the perspectives held by
Saudi special education teachers of students with autism regarding teaching practices supported
by scientific evidence were unknown. It was also unclear what current EBPs special education
teachers were using in the classroom and whether these practices were evidence-based or not,
along with why and how teachers use the interventions they do. Furthermore, the effectiveness of
the practices special education teachers use with students with ASD and how they learned about
these strategies were also unspecified. Students labeled with ASD may not achieve the desired
educational progress when special education teachers are delivering their learning support without
implementing EBPs (Brock et al., 2014).
Studies have shown that the EBPs can be used to measurably improve the core academic,
communication, and social skills that improve and facilitate the learning process for school-aged
children labeled with ASD (Wong et al., 2015). To support this new executive framework, ongoing
data are required in order to engender continuous improvements (Ferreri et al., 2016). In
consideration of the problem that is presented by the dearth of research in this area in Saudi Arabia
and to ascertain what perspectives Saudi special education teachers held about the 27 EBPs
specifically designed for students with ASD, the following questions were addressed:
1.

How frequently do Saudi special education teachers of students with autism use the 27
EBPs with their students?

2. How do Saudi special education teachers talk about the 27 EBPs?
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3. How do Saudi special education teachers of students with autism talk about the use of any
or all of the 27 EBPs?
4. How do Saudi special education teachers of students with autism talk about other practices
in teaching their students?
Data addressing the first research question were gathered using a survey (Qualtrics)
composed of two sections: basic demographic information and a list of the 27 EBPs identified by
the National Professional Development Center on Autism (NPDC-ASD). The participants
indicated the strategies that they used and rated the frequency of their use of each of the practices
using a 6-point Likert scale. Thematic analysis was used for the remainder of the research
questions, which were addressed through semi-structured interviews. To identify themes and
patterns within the data, an inductive approach was used to include more comprehensive
information (Saldana, 2014).
Discussion of Findings
Survey Findings
To answer the first research question, a survey was distributed in all five educational
regions of Saudi Arabia to aid in the enlargement of the research responses. A total of 105 special
education teachers responded to the survey instrument that was created for this study. The
participants were asked how often they used each of the 27 EBPs. The ranking order reporting the
frequency of the most used practices from the EBP list developed by the NPDC-ASD was as
follows. Most of the participants indicated that they used reinforcement (R+), differential
reinforcement (DR), and modeling (MD). The two practices used the least were the Picture
Exchange Communication System (PECS) and discrete trial teaching (DTT).
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When seeking reasons for the differences between the most highly used versus the least
used practices by the participants in terms of the analyses and the results of the interviews, a
possible explanation may be that some of these practices were easy to adapt to the classroom
environments. In addition, some of these practices do not require specific implementation
materials and can be used with a group of students. All of these factors are discussed in detail later
in this chapter. However, when comparing the nature of MD as the most highly used practice by
the participants to DDT as the least used practice, it is evident that DDT is a one-to-one
instructional approach (Bogin,2008), while MD can be used with a group of students to teach a
specific behavior (Buggey et al., 2011). The participants reported difficulties working with just
one student at a time in their classroom due to the large numbers of students with autism in their
classes. Additionally, the three practices among the 27 EBPs that participants reported as never
using or being unfamiliar with were scripting (SC), antecedent-based intervention (ABI), and selfmanagement (SM). Another possible explanation for some of the unused practices is that some of
these practices are more effective with one student.
The three least used practices in this survey have been proven to be effective based on highquality research, as is the case with all of the 27 EBPs (Geddes-Hall, & Test, 2017). However,
these three practices met the generally accepted and universally established requirements based on
more single case design studies than group design studies (Wong et. al., 2015, p. 1956), which
makes the implementation of these practices difficult to achieve in a classroom with more than one
student.
As the participants indicated, the time available for their classes did not make it feasible to
focus on each student individually. For this reason, teachers always seek practices that do not
require much time to implement or one-to-one instructions with the student to be able to meet all
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the needs of the students in their classrooms. When examining MD and R+, for example, as the
most frequently used practices among the 27 EBPs based on the survey findings, the nature of
these interventions means they are easy to adopt into the classroom environment, especially with
a large number of students with autism. They do not consume considerable time or effort, or require
specific materials, and the practices are easy to use with a group of students with autism. Based on
the literature discussed earlier in this dissertation, it seems that special education teachers are
constrained by similar factors that limit their use of EBPs in the classroom, including usability and
the accessibility of these practices (McDonagh, 2011).
Interview Findings
Six major findings emerged from this dissertation. Each of these results revealed how Saudi
teachers perceive the 27 EBPs in teaching students with autism. These findings can be tied to the
conceptual framework and the literature of this dissertation to support the field of special education
in Saudi Arabia with specific recommendations. Table 12 provides a summary of the six major
findings revealed through the data analysis process.

Table 12
Six major findings
Major Findings From the Data
The Saudi special education teachers of students with autism believe that the significant
impact of the EBPs relates more to improving the poor socialization skills rather than the
academic skills of their students with autism.
The Saudi special education teachers of students with autism believe that their preservice preparation programs and professional development opportunities left them unprepared
to implement EBPs with students with autism.
Most of the study participants are trying to use EBPs with their students; However, some
barriers such as the supplemental materials involved in these practices and the large numbers of
students prevent them from implementing EBPs.
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Table 12 (Continued)
Most of the study participants believe that the absence of cooperation with general
education teachers and their school administrative support has impacted their use of EBPs.
Most of the study participants believe that other interventions (not EBPs) that they have
used have had a positive impact on their students’ behavioral needs and social skills.
Most of the study participants indicated that their school district training programs and
sharing experiences with teaching colleagues were the most common ways for them to learn
about other practices that were not EBPs.

Finding 1. The concept of EBPs for students with autism refers to a set of practices that
were established based on research evidence that proved their effectiveness in helping improve the
functional and academic skills of children who have autism (Simpson, 2005; Stahmer & Aarons,
2009; Wong et al., 2015). Today, the special education field strongly supports the use of EBPs due
to the positive outcomes they achieve when implemented with students (Odom, ColletKlingenberg, Rogers, & Hatton, 2010). However, while previous studies have demonstrated that
implementing EBPs has been proven to increase both academic and behavioral success for most
children with autism (Camarata, 2014; Odom et al., 2010), the findings of this dissertation
indicated that Saudi special education teachers vary in how they perceive the importance of the
use of these practices.
Most of the participants from this study perceived that EBPs have more impact on
supporting poor socialization skills than teaching academic skills to students with autism. A broad
description was given by the participants on how they target EBPs that will develop their students’
social skills and provide behavior modifications. The participants are more focused on developing
their students' social and communication skills because they consider these skills to be more
important than academic achievement, as they will be required in every aspect of life. As one of
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the teachers stated, “I often focus on using some of the 27 practices because I think they are more
important for developing students' social skills, especially in first grade”.
The ambition of most of the Saudi special education teachers who were interviewed was
to empower their students with ASD to function in society. Most of the participants agreed that
EBPs have more impact in an individual's life when used for behavioral and social skills purposes,
distinct from academic success. Gert (2007) also questioned the concept of EBPs for the field of
education. From his perspective, education cannot be defined as a medical intervention or
treatment because education is an interactive and complex process that is impossible to undertake
using one practice. However, the literature has consistently demonstrated positive outcomes for
children with autism when using EBPs to improve social skills (Wong et al., 2014) and
communication and other speech skills (Preston & Carter 2009). Only one participant stated, “Our
students are human beings, not machines. Each student has different abilities, needs, and
educational desires, especially those with autism.” Previous studies have reported that it is not an
absolute fact that EBP has the same rate of positive outcomes for all children with disabilities in
all situations. However, many studies have found EBPs to be effective and to have provided
positive gains for most children with autism (Stichter, Crider, Moody, & Kay, 2007).
Implementing these practices has been proven to increase academic and behavioral success for
most children with autism (Camarata, 2014; Odom et al., 2010).
Within the interviews, most of the participants agreed about the importance of EBPs in
teaching social and communication skills, and behavior modification. However, when describing
these strategies in terms of what skills each intervention targeted, the participants did not clearly
distinguish between social-communication interventions and fundamental behavior interventions.
A common mistake in the field of special education is to refer to fundamental behavior
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interventions as one practice or to confuse positive behavior interventions with fundamental
applied behavioral analysis techniques (Odom & Wong, 2015).
During the interview when the participants were asked what they knew about EBPs, they
typically used the phrases “social skills support” and “behavior modification interventions”
interchangeably. When asked to indicate examples of interventions for both targeted skills, only
one participant could provide interventions for behavior modification and social skills support.
Moreover, the participants classified social skills interventions and behavior modification
interventions under one category.
According to Odom and Wong (2015), these 27 EBPs are grouped conceptually into the
six categories found in Table 1, which are (1) fundamental applied behavioral analysis techniques,
(2) positive behavioral interventions and supports, (3) social-communication interventions, (4)
teaching strategies, (5) cognitive behavioral interventions, and (6) technologically-oriented
interventions. In their study, each of the 27 EBPs was defended separately and included into one
of the six categories (Odom & Wong, 2015). In the survey instrument, each of the 27 EBPs was
briefly defined as part of the survey validation. Some of the participants expressed that only after
being exposed to these definitions in the survey did they realize they already used most of these
practices.
The participants’ responses reflect the broad level of confusion regarding the names of the
EBPs as one teacher stated, “sometimes I may use one of these practices, and my cohort uses the
same one, but we call the same practice different names. For example, the task analysis strategy,
as I call it, while some cohorts refer to it as the formation strategy.” Some participants indicated a
concern about the difficulty of finding the correct scientific names for these practices, while others
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expressed that the consistency of the 27 EBP terms is not important to them as long as the practice
has positive outcomes for their students with autism.
In the Western literature, based on a literature review from 1997-2007, in 2009, the NPDCASD found 24 effective practices for students with autism (Buron & Wolfberg, 2014). By 2014,
the center had classified 27 focused interventions as EBPs. Each one of these practices has been
defined and categorized based on its treatment goal and efficacy level (Odom, & Wong, 2015).
In earlier findings of western literature, no dialog concerning confusion over the EBP terms
was detected. From my perspective, the major source of the confusion among the participants in
this study is a result of the EBP names being translated from English to Arabic. Much of the Arabic
literature regarding EBPs is supported by Western literature. When referring to each of these
practices in the Arabic language translated from the English original text, some concerns remain
about choosing precise equivalents from Arabic vocabulary. For example, as previously noted,
when one of the participants referred to the “task analysis strategy,” other teachers referred to the
same strategy as the “formation strategy.” In Arabic, both terms have the same meaning when
translated literally, yet there is a difference in meaning when translated figuratively into English.
This problem of translating academic content is a common mistake defined as a lack of proficiency
in translation by Deeb (2005). This lack of proficiency in English-Arabic translation frequently
appeared in some of the articles I reviewed for this dissertation regarding contradictions in the
EBP terms.
Finding 2. Based on the findings of previous studies, a lack of training and professional
development in EBPs was evident along with poor preparation of special education teachers by
universities with regard to implementing the EBPs. In the field of education, professional
development can be defined as a limited or short period of training aimed at enhancing in-service
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teachers' skills in the implementation of methods and practices used to provide services for
students (Smalley, Certo, & Goetz, 1997). As the participants discussed learning methods to
implement the 27 EBPs, the theme of the issues with learning and preparation emerged.
First, there was limited and insufficient professional development for teachers in how to
use the EBPs. The participants shared similar experiences of how in-service training, referring to
professional development in these practices, was not worthwhile. All the participants perceived
that they obtained unprofessional and insufficient training in the 27 EBPs, with one of the
participants explaining, “the training I received does not support me in how to use any of the 27
EBPs.” The Saudi special education teachers of students with autism who received in-service
training on EBPs believe that the training they received was not beneficial because it was provided
by instructors who were not specialized in the field of special education. One of the participants
stated, “all those who instruct in these courses are people who are not specialized in the field of
special education and, I think, have never seen or worked with a student with autism in their lives.”
Such factors further explain the reason for the limited use of EBPs. This finding is broadly
consistent with earlier literature.
According to Suhrheinrich and Stahmer (2013), the limited use of EBPs among special
education teachers is due to a lack of knowledge and high-quality training. This finding also
supports the finding of Alnahdi (2014a), who indicated that Saudi special education teachers are
not capable of working with students with autism and that they require more comprehensive
training. According to Vygotsky’s sociocultural theory, teachers need to be provided with
appropriate training to be able to apply new practices (Vygotsky, 1978; Vygotsky, 1986). While it
appears that the teachers were provided with training opportunities, as will be discussed later in
this chapter, the training was inadequate and unrelated to EBPs.
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Second, the participants also indicated that their teacher preparation programs left them
unprepared to provide effective instruction to students with autism. Most of the participants
discussed limited training in EBPs for students with ASD in their pre-service preparation programs
as well as a focus on theoretical coursework during their preparation. The participants perceived
that their teacher preparation programs failed to help them develop skills that would empower
them in using EBPs. Most of the participants communicated that they were provided with very
limited training in their pre-service preparation on how to implement EBPs. The teachers described
the coursework that they received during their pre-service preparation programs as unrelated to
what actually occurs in the classroom.
In addition, the teachers did not learn any of the EBPs in their university preparation. None
of the university curricula were related to EBPs or how to teach students with autism. Most of their
coursework focused only on a few scientific theories. Some EBPs were offered in one or two
components of the coursework during four years of undergraduate preparation, however, an
insufficient length of time was spent on training in implementing these practices. The nature of the
coursework was theoretical and has not supported the teachers in using EBPs due to the absence
of practical opportunities to engage in these practices. On the positive side, theoretical knowledge
of the autistic spectrum is important for all teachers but needs to be embedded within a practical
path, which teaches how to implement EBPs to generate significant progress for the students
(Attwood, 2011; Bascom, 2012; De Clerc, 2011).
All of the participants in this study reported that their universities did not prepare them to
implement EBPs with their students. These results correspond with those observed in earlier
studies. In 2010, Hussain evaluated the special education program in Saudi Arabia for pre-service
teachers who specialized in autism. The teachers reported that they felt underprepared for working
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with students with ASD because they were provided with very limited resources on how to
implement strategies for ASD in their internships. Albert Bandura’s (1977) social learning theory
indicates that teachers as learners become skilled when reproducing new behavior if they are
provided with opportunities to practice that behavior (Bandura,1977). Teacher preparation
programs in Saudi Arabia offer one semester prior to graduation for teachers to practice teaching
in an actual classroom (Alothaim,2017). More opportunities should be provided for teachers to put
what they have learned into practice. Furthermore, teachers need to implement these practices and
receive more instructions on how to use them correctly while they are training (Herron, 2017).
Some of the participants compared their experiences of learning EBPs in their graduate
coursework to their undergraduate coursework. They recognized that the nature of the graduate
coursework has greatly supported their skills in using EBPs due to its focus on ways of
implementing EBPs. The participants believed that their undergraduate coursework did not focus
on what they needed to do to develop their skills as teachers in any strategies that they could use
with students with autism. Conversely, in their masters’ studies, they were provided with
coursework that focused largely on their interest in how to teach students with autism. The content
of this coursework included specific methods on how to implement EBPs with students with ASD.
One of the participants compared his experience after he started his MA in the field of autism
special education with his knowledge before the degree: “I have been teaching for 15 years now.
What I have provided to my students in the last 3 years after my MA is equal to all that I have
done in the past in terms of developing their skills.” This finding corroborates the pedagogy model
introduced by Knowles, Holton, and Swanson (2005), which is broadly consistent with adult
learning theory principles and focuses on elements of how adults learn. The theory suggests that
program designers in adult learning should create opportunities for training and learning
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experiences versus solely classroom-based learning activities. A number of adult learning theorists
have reported that professional development and pre-service preparation programs are not
effectively preparing teachers for the reality of teaching, in part owing to the design faults within
the programs (Bartell, 2005; Feiman-Nemser).
Finding 3. The theme of the issue of EBP implementation arose in discussions with the
participants about their challenges when using these practices. The participants indicated that some
of the barriers and issues with the implementation of EBPs were the large numbers of students in
their classrooms and a lack of materials. Most of the participants considered the large class sizes
to be the factor that prevented them from implementing EBPs. This factor impacts their use of
EBPs and creates challenges in the learning processes. These challenges are due to the existence
of the multiple disabilities that they have in their classrooms as well as the diversity in the severity
of the autism. The participants were unable to use more than one practice at the same time or one
practice with a group of individuals due to their students’ different needs and the complexity of
these practices. The presence of this barrier is supported by previous studies that have discussed
the nature of the implementation of these practices. Just as most of the participants noted that the
complexity of implementing EBPs is incompatible with a classroom full of students with autism,
earlier studies reported that due to the complex multiple phases of EBPs, more time and experience
are needed for teachers to obtain an advanced level of implementation (Stahmer, et al. 2015). It is
challenging for teachers to implement these practices in the way they were designed, especially in
classrooms full of students with autism.
Another implementation obstacle related to EBPs is the difficulty of implementing these
practices in a group setting of students with ASD (Callahan et al., 2017). In order to maximize the
success of some of the EBPs, it is better to implement them with no more than one student with
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ASD (Donato et al., 2014). As one interviewee stated, “in my opinion, these practices should be
implemented individually and in behavioral clinics, not in a classroom full of students.” It is
interesting to compare this statement with that of Kasari and Smith (2013), who stated that the
efficacy of the EBPs has been traditionally examined in a controlled environment that is totally
different to and unreflective of the actual classroom.
Furthermore, another issue related to the class size was documenting the students' progress.
The participants cited the challenges of taking notes and observing each student's progress using
EBPs. Two of the teachers have decided to measure the progress of one student each month when
implementing these practices. This is because they teach a large number of students alone without
even a teacher assistant in the classroom. They reported difficulties using these practices with all
the students at the same time because doing so requires taking notes and observing each student's
daily progress.
Prior studies have noted the importance of identifying observable and measurable goals
when using EBPs. The constant observation and reporting of student progress when using any of
the EBPs is an initial objective and is critical to maximizing the students' success (Odom et al.,
2010). Using each of the 27 EBPs requires an implementation checklist to document and evaluate
the student’s progress. The aim of this checklist is to ensure that “if the practice is being
implemented as intended” (Amsbary, J.2017). Constant reporting on this checklist is important as
a guide that allows teachers to use data to monitor their students' achievements, goal planning, and
decision-making.
Most of the participants also considered the lack of instructional materials to be a barrier
that prevents them from implementing these practices. Six of seven participants mentioned lacking
essential materials for implementing EBPs. Several of them referred to lacking materials such as
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a shortage of portable and electronic devices, and the supplemental tools that are necessary to
implement EBPs along with several tools for specific EBPs. A lack of instructional resources in
using EBPs materials was also mentioned. Some of the teachers mentioned difficulties accessing
the resource rooms in their schools and insufficient experience in the use of EBPs. In contrast, one
of the participants mentioned the abundance of teaching materials in his school; however, he
referenced his lack of experience and knowledge in effectively putting these materials into practice
for his students.
These challenges correspond to those observed in earlier studies, which cited challenges in
accessing the tools and materials involved in these practices, such as difficulty accessing the
research literature on EBPs (Greenway et al., 2013), as well as the challenges of finding relevant
instructional materials that are trustworthy and reflect the practice (Hitt, et al., 2020). There were
serious attempts by the participants to use these practices, but they faced difficulties in creating
the content and tools necessary for some of the 27 EBPs. Most of the participants from this study
reported that they build all their own EBP materials and tailor them to their students with autism.
One of the teachers explained his experience of using PECS with his students. Due to a lack of
sufficient materials, he designed and printed some of his own pictures used for this practice.
However, he stated, “unfortunately, the quality of the pictures was bad and unclear for the
students.” This is because the composition of each of the 27 EBPs is based on high-quality research
that is supported by sufficient and precise instructional materials that assist with implementation
(Hitt, S, et al., 2020). Accordingly, PECS for example, was ranked as one of the least used practices
among the 27 EBPs in the survey findings of this study. The findings indicate that teachers find it
difficult to use EBPs as some of the practices require specific teaching materials that are not
available in their schools.
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Finding 4. The fourth major finding was the issue of cooperation, which revealed the
absence of cooperative work between the special education teachers and the general education
teachers in their schools. As the participants see it, this lack of cooperation has impacted upon their
use of EBPs. The issue of cooperation emerged between general and special education teachers,
specifically with regard to the absence and exchange of information documenting the students'
academic backgrounds. The absence of concise student profiles and academic records makes it
difficult for special education teachers to choose the appropriate EBPs for their students. Most of
the participants reported that they had to start from zero in terms of exploring their students' needs,
rather than building on what other teachers have done with their students. To overcome this issue,
some of the participants submitted requests to their schools to organize seminars for general
education teachers about students with autism and how to meet their diverse needs. However, the
school administrators were not interested in their idea and showed no willingness to collaborate
on the matter. In addition, most of the participants reported a lack of parental involvement and
support with regard to communicating with the teachers and specifying the needs of their child. A
common view among the interviewees was that unilateral work makes it challenging for teachers
to decide what appropriate intervention they can use with the student.
One unanticipated finding was that all those interviewed expressed the nonexistence of the
Individual Education Plan (IEP) in their schools for the students with autism. Saudi scholars in
previous work have studied Saudi special education teachers’ ability to construct IEP goals and
objectives. Unsurprisingly, Hussain (2010) found that Saudi special education teachers lacked the
skills to construct an IEP and had limited knowledge of students with disabilities. The current
study found that special education teachers of students with autism work individually in teaching
their students and creating the students' academic goals and objectives. Their schools have no
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unified goals and plans for this population of students, nor had any IEP for each child been
formulated in the first place. The IDEA (2004) noted the importance of designing an IEP to meet
special education students' needs via the use of EBPs. This IEP team must consist of the teacher,
the child's parents, a representative of the school system, and an individual who can interpret the
evaluation results (IDEA, 2004). The participants had never been exposed to an IEP meeting in
their schools and never experienced working as a team to meet their students’ needs.
These findings are supported by Vygotsky’s (1978) sociocultural theory, in which teacher
experience is thought to play a role in the fidelity of implementation. The lack of skill displayed
by the special education teachers in formulating IEP goals may be attributed to the absence of
cooperation by school staff along with the nonexistence of the IEPs since the teachers commenced
their profession. If teachers have never experienced IEP teamwork and meetings, they will never
master the skills required for such a practice. Vygotsky assumes that previous experience and
collaboration with more experienced people benefits novel skill acquisition. In this regard, the
sociocultural theory identifies a scenario that may create difficulties among teachers who try to
use new teaching strategies with their students. The scenario described is when a teacher lacks
previous experience and the knowledge needed to use a new teaching strategy or skill. Even when
the teachers have attended training on the use of EBPs, if they have no adequate knowledge of
these practices to build upon, they will face difficulties in implementing them.
Furthermore, the participants seek support from their school administrators to successfully
teach students with autism. Along with the absence of collaborative work in their schools, the
teachers reported that there was insufficient administrative support in helping them to implement
EBPs. The current study found that there was a lack of support in providing teachers with materials
that they requested to implement instructional strategies, along with the unwillingness of their
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administrations to support the teachers in developing their teaching skills by providing training
and professional development opportunities in EBPs. Earlier findings indicated that the non-use
of EBP interventions with children with ASD is related to the lack of appropriate training
opportunities in these practices (Syriopoulou-Delli, 2012). These current findings also corroborate
the ideas of Kamens et al. (2000), who indicated that teachers always need ongoing training to
accommodate teaching practices to improve academic achievement for students with special
needs. Seemingly, from the results of this study, Saudi special education teachers are willing to
serve the needs of students with disabilities if they are provided with the appropriate services and
support. However, the critical needs of students with ASD will also mean that teachers with
specialized training are required to work with them.
Unanimously, the participants indicated that this lack of administrative support has
impacted the work environment and their teaching ability. As one of the participants stated
“unfortunately, the administrators exercise roles of authority and superiority with us and not roles
of guidance, support, and cooperation.” Some of the participants were critical of the difficulty in
accessing the resource rooms in their schools because the resource room is supposedly only for
students with LD and not students with ASD. Others expressed disappointment in how their
requests for the provision of instructional teaching materials had been rejected by their school
administrations. Despite all these barriers, the participants showed an unreserved desire to work
with their students by implementing EBPs if they were given the appropriate support by their
schools. It is the duty of school administrations to overcome teachers’ daily challenges by meeting
their needs and supporting them to develop their teaching skills and encourage the use of effective
interventions for teaching students with disabilities (Avramidis, Bayliss, & Burden, 2000).
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Findings 5 and 6. The theme of other practices emerged when the participants were asked
about their use of other effective strategies for teaching students with autism apart from the 27
EBPs. Several participants referred to other effective interventions that they have used with their
students with autism. The findings indicated two practices that they used were behavior and social
skills interventions. The participants frequently mentioned the use of a planned ignoring strategy
for behavior modification support and the morning session strategy for developing social skills for
students with autism. The details of each of these practices in terms of their implementation process
and their effectiveness were explained early in Chapter 3 of this dissertation. These interventions
appeared to be used on a daily basis by the special education teachers, which was more than they
used the EBPs.
Compared to the previously mentioned barriers regarding the difficulty of implementing
EBPs, the participants from this study found it easier to use these other practices with their
students. The adoption of these interventions and their frequent use among the teachers compared
to the EBPs may be attributable to a lack of motivation and poor professional development
inhibiting Saudi teachers from learning the EBPs for students with autism. The aforementioned
interventions are also easy to use with the class sizes and compatible with the classroom
environment. They do not require advanced materials or tools for implementation as the EBPs do.
The data from the interviews revealed the obstacles that Saudi teachers experienced when trying
to implement EBPs in their classrooms. These obstacles were a lack of materials, classroom sizes,
and the complexity of these practices. These findings were supported by Stahmer and others
(2015), who investigated whether teachers implemented the EBPs in the way these practices were
designed to be implemented. Their findings indicated that similar barriers to those found in this
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study contributed to low implementation performances among teachers and difficulty in achieving
high fidelity when using the EBPs.
The second major finding concerns how the teachers learned about the other practices that
they used the most frequently, excluding the 27 practices, which were the planned ignoring
strategy and the morning session. First, the participants commented on school training to acquire
these practices. Second, the participants had also shared their experiences with other teachers to
learn about other interventions for students with autism. It appears that the teachers in this study,
for example, were skilled in implementing the morning session strategy with their students with
autism. On the occasions, Saudi schools had offered training on other practices for students with
autism, the teachers were able to adapt what they had learned to the classroom. This was the result
of the significant positive impact of the school training they received on this strategy. In contrast,
there were no reports of the training offered for special education teachers on EBPs in Saudi
schools. Accordingly, it is evident that the participants are usually subjected to in-service training
on practices other than the 27 EBPs.
Earlier studies have suggested that schools must offer training programs specific to EBPs
for teachers who work with students with ASD (Scull & Winkler, 2011). Despite the fact that some
studies have mentioned that teachers do not have the time to search through articles to collect
information on these practices, most of the participants from this study showed a willingness to
learn about EBPs. For example, one of the participants explained his attempt to learn about EBPs
by himself. He read research to ascertain procedural details on EBPs. In this regard, he mentioned
that “the best English website that provided me with what I needed was ProQuest because it
contains a lot of articles about these practices and how to implement them.” The overall response
to the interviews was very positive in regard to the EBPs, and all of the participants wished that
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training on EBPs or any other practices designed for students with ASD was being offered. A
review of the literature indicated that teachers of students with autism greatly benefited from
training in EBPs and were able to achieve high fidelity in implementing the practices they learned
(Stahmer et al., 2015; Robinson, 2011).
Another way that the participants learned about the morning session and ignoring strategies
was by sharing experiences with their teaching colleagues, as the teachers indicated that they had
never observed any implementations of the 27 EBPs in their schools, nor had they experienced
any training in these practices when they started in their profession. Even though they did learn
about the 27 EBPs in their teacher preparation programs, they have been primarily exposed to
other practices commonly used in their schools, and they have developed experiences along with
other teachers on how to implement them. This factor contributed to the teachers' use of practices
that they had observed their colleagues using in their schools. Nonetheless, this may limit the
participants’ experience in implementing new strategies and drive them to use strategies in which
they have an already established implementation legacy, which may seem to improve the students’
academic achievement (Bandura, 1977). According to Albert Bandura’s (1977) social learning
theory, the only way that people learn is from one another and through observation in social
situations. Social learning theory would posit, then, that teachers use the practices that they observe
their colleagues using. Therefore, when a teacher sees other teachers implementing EBPs that
benefit students, they are likely to use them with their own students (Herron, 2017). Conversely,
teachers are less likely to use EBPs if they are unable to observe any EPB implementations around
them (Herron, 2017).
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Implications
According to the data, the teachers who received in-service training were unable to
demonstrate skills and knowledge in implementing EBPs. The message to be derived from this
finding is that special education teachers are willing to use EBPs as long as they are provided with
the right type of pre-service training. Accordingly, the formats and contents of preparation
programs need to be evaluated more carefully, with data collected to learn more about the nature
of the practical paths in these programs (Morrier, Hess, & Heflin, 2011).
Despite the difficulties that the Saudi special education teachers are currently facing with
applying new and effective practices with their students in the classroom, they are trying to
overcome these difficulties on their own. The participants interviewed in this study were clearly
motivated to use EBPs to improve their students' achievements. The ambitions of the Saudi
teachers were tangible through their attempts to attend training courses and complete masters’
degrees in order to improve their teaching competencies and skills. Those interviewed are trying
to overcome the issues of learning about EBPs by seeking effective training on these practices.
They are also trying to overcome the challenges of implementing these practices by trying to
purchase the appropriate teaching materials to implement these practices at their own expense. All
of the participants also agreed on the lack of support among their school administrations with
regard to meeting their needs in order to enhance the educational process.
The Saudi special education teachers of students with autism had an obvious desire to learn
about EBPs. These results were very encouraging, and this desire needs to be capitalized upon in
three different ways. First, a slight reform of special education teacher preparation programs is
required by increasing the level of practical implementation as opposed to theoretical information.
Second, in-service teachers need to be provided with ongoing and specialized training on EBP
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implementation. Third, a ministerial executive order is required to provide the teaching materials
needed for special education teachers who are working in inclusive school settings to support the
students’ capabilities toward inclusion These requisites are detailed below.
Teacher Preparation Programs. In the KSA, the field of special education teacher
education is entering a new era, influenced in part by a focus on the use of EBPs throughout the
world (Biesta, 2007; Divan, G, et. al, 2015). The professional teaching requirements in special
education in KSA include that all special education teachers must have a bachelor's degree in
special education, with an additional specialization including but not limited to autism, learning
disabilities, and the like (Ministry of Education, 2011). KSA has recently devoted national
resources toward improving educational outcomes and providing more educational opportunities
for students with special needs (Fatany 2009; Taylor and Albasri 2014). As the ministry has
published a new executive framework for the reform of teacher preparation programs in KSA
(Planning and Development Agency, 2018), this operational framework should focus on practical
program steps to ensure graduates achieve the stated competencies. Going forward, to provide
effective pre-service preparation, a stronger emphasis on implementing EBPs is needed.
The new framework of the reform reports that there will be courses providing training
specifically on the practices supported by scientific evidence, which have been globally
implemented with marked success (Planning and Development Agency, 2018). However, the preservice preparation in KSA concerns four-year undergraduate programs designed to prepare
college students to work as special education teachers after graduation (Al-Mousa, 2010). This
new executive framework does not mention specific guidelines for the types of practices targeted
for inclusion in this reform, nor does it mention the time period involved for these new practical
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programs. The guidance only consists of suggestions for educators to implement practices
supported by scientific evidence as core components of teaching students with special needs.
Effective forms of pre-service preparation should be discussed to help teachers better meet
these competencies. This new operational framework has to focus on the segment of the
transformation of knowledge into practice. This can easily be achieved within the four years of
pre-service preparation. Saudi special education teachers are offered only one semester of
practicum time in a real classroom. The teachers mentioned that they have been unable to apply
what they learned directly to the classroom. Some of the teachers believed that their pre-service
courses were unrelated to teaching practices for ASD. Clearly, special education teachers require
knowledge of EBPs with instructions on implementation to be successful in teaching students with
disabilities (McCallum, 2003). Increasing the practicum time on EBPs through the four years of
preparation has, therefore, become a critical need. To be successful educators, learners need to
have more practice opportunities, ongoing instruction, and specific feedback on how to implement
EBPs during their four years of preparation. According to Bandura’s social learning theory,
learners become proficient when they receive verbal instructions while practicing the targeted
behavior (Bandura, 1977). The findings indicated that one of the EBP implementation issues
among novice teachers was a lack of experience and knowledge in using these practices with their
students. To overcome this challenge, it is imperative for the Saudi pre-service programs that
specialize in an autism track to increase the practicum time for EBPs. The four years could be
divided between theoretical knowledge preparation and the practical application of this
knowledge. Whitaker (2001) confirmed that teachers usually experience difficulty transferring
information from their preparation programs into practice in real classrooms with students because
they are never able to practice what they learn. From early in the four years of knowledge
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preparation, learners need to be offered more opportunities to engage in teaching students with
autism in real classrooms.
In addition, the theoretical knowledge should not only focus on EBPs but also on
developing the learners' skills in finding guides for these practices and accessing research. This
goal could be achieved by reforming the nature of the pre-service preparation coursework from
traditional to interactive. The nature of these courses should be updated from traditional lectures
on EBPs to more active learning. For example, online modules on these practices are now available
that provide brief summaries and a description of each of the 27 EBPs. These modules also offer
step-by-step training in implementation. During preparation programs, special educators require
skills in accessing information regarding interventions and their relation to current promising
practices in education. Courses on this online content should be held in the lab rooms; their purpose
is to further engage the learner with the technology to access more resources. This will also help
to promote their learning and keep them up to date in the field. Training teachers in how to access
teaching resources will also enhance their ability to determine whether the practice is proven to be
effective for students with autism by scientific evidence.
In-Service Specialized Training. The results of this study identified that in-service
training and teacher preparation programs were unable to meet all the students' needs because the
teachers were not well prepared or provided with the necessary skills and understanding. All of
the participants from this study described the professional development provided on EBPs as
indifferent. They did not receive the appropriate training in these practices. All of the professional
development in which they participated consisted of lectures in how these practices could work
with students with autism but no actual training was provided on how to use them. In addition, all
those lecturing in these courses were instructors who were not specialized in the field of special
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education. Most of the participants were seeking meaningful professional development outside of
the schools to learn about EBPs. However, the teachers felt that the primary goal of these courses
was money; hence, they were a waste of their time. The length of these courses was only from one
hour to three hours a day with no practical application.
To increase the use of EBPs, and overcome this issue, school-wide ongoing training is
required to enable teachers to effectively teach students with autism in their classes. This training
should be provided based on the teachers' needs and directly related to practical applications of
effective practices. When teachers are provided with training content based on their needs, they
are more likely to adopt it within their classrooms (Gallimore, 2015). During the interviews, the
participants showed a willingness to learn about EBPs, and a large number of attempts by
participants to learn these practices were mentioned. It is evident, therefore, that the school districts
and private organizations providing EPB training have comprehensively failed because the nature
of their training is too general and not linked to teachers' needs.
A reasonable approach to tackling this issue would be to increase the time and number of
training sessions on these practices, with one practice focused on each training session. In addition,
professional development needs to be linked to the students' needs as reported by their teachers
because teachers are unlikely to be interested in adopting a practice that they do not need (Keegan,
2014). Most importantly, training should be offered by trainers specializing in these practices and
ongoing feedback should be provided on the means of implementation following training. If
teachers do not receive constant feedback after training, they are less likely to sustain the
implementation they have learned (Grissom, 2015).
Based on the findings of this study, poor training on EBPs has been provided to both preservice and in-service special education teachers to date. Actual professional training processes in
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using and implementing EBPs are still unavailable. Opportunities to practice implementation
should be offered to teachers before they enter an actual classroom. Teachers need to build a legacy
of these practices during their pre-service preparation. This would promote future professional
development to be precise in terms of practical applications. In other words, the path of EBP
professional development is currently focused on theoretical information as the participants stated.
A factor related to the absence of practical applications is that teachers come to these professional
developments without foundational knowledge and past experience. Therefore, the professional
development process may be facing difficulties with helping teachers

transfer theoretical

knowledge into actual practice. Learners must have previous knowledge of the intended strategy
to facilitate the training process involved in implementing the intended strategy. The goal of
professional development is not to create nonexistent knowledge. The primary goal of professional
development is to transfer knowledge to actual practice and increase this knowledge (Buysse &
Hollingsworth, 2009).
In fact, as researchers, we do not expect teachers to master implementation from their first
professional development. Significant development efforts often take time to manifest in the
broader context for which they were designed. Consequently, special education teachers in KSA
continue to struggle in the identification and implementation of EBPs. Time is needed to create
unique professional development programs, however, Saudi policymakers can begin to
collaboratively plan with school districts to discuss effective forms of in-service teacher training
and evaluate the current in-service training programs to ascertain the extent to which these
programs provide practicum applications on how to implement EBPs with students with autism.
Need for Teaching Materials. In the case of KSA, where all public schools are funded by
the Ministry of Education, there is a need to focus on financial support by providing more teaching
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materials for special education, especially for those who are in inclusive settings. The challenge
reported by special education teachers that hindered them from using EBPs was the lack of
teaching materials. A ministerial executive order to meet the need for teaching materials for special
education teachers who are working in inclusive school settings has, therefore become critical. As
was reported by the participants, the availability of teaching materials differs from one educational
region to another. For example, for the teachers who were teaching in suburban areas, the only
teaching materials they had were blackboards, while teachers who taught in the capital and other
urban regions were provided with more teaching supplements and resource rooms. Overall, both
urban and suburban areas have insufficient teaching materials for students with disabilities.
Due to the educational system in Saudi Arabia, budgets are often distributed on an annual
basis and equitable for all public schools. The Ministry of Education recently gave more powers
to school principals and teachers to expand the autonomy of the schools and the sovereign right to
exercise some measures and practices that were previously applied centrally. Consequently, there
is a need to include financial, administrative, and educational aspects in the budget, where the
decision is directly linked to the school principal and partly to the school board. This operational
budget enables school administrators with duties of educational performance to provide the
necessary financial support and resources for their teachers. It also enables them to support
achieving educational objectives that serve the students as well as provide the necessary
requirements needed to progress the work of the new executive framework to a higher level of
quality, which is in line with the future direction of the Ministry of Education supporting schools
to be the strategic educational work department.
To overcome this issue of a lack of materials, the Ministry of Education can first offer
either specific learning materials based on each school's needs or increase financial funding based
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on each school's student numbers and needs and monitor the usage of these funds. Second, resource
rooms need to be developed in each school regardless of what disability is hosted by the school.
Some teachers of students with autism have reported that they are not even allowed to access the
resource rooms in their schools because the resources are only for students with a learning
disability. Third, to ensure that special education teachers’ voices are heard, Saudi policymakers
have to involve them in identifying the learning materials needed to teach students with autism,
based on the techniques that are related to EBPs. This could be achieved by enhancing the
communication systems between teachers and their education departments in each region, along
with the Ministry of Education. Finally, efforts must be focused on encouraging the use of EBPs
by providing the necessary materials and specialized training on these materials.
Recommendations for Future Research
Very little research has been conducted on the effectiveness of educational programs for
school-aged children receiving services under the label of ASD in Saudi Arabia. This research has
thrown up many questions in need of further investigation. It is important to reconsider
professional development and pre-service preparation programs to keep up with the new trends for
teaching students with special needs (Dina, 2015). One of these trends is preparing special
education teachers to select and implement EBPs during their university preparation programs
(Winkler, 2011).
It would be interesting to assess the effects of all the professional development undertaken
as well as the implementation of EBPs specifically designed for ASD. The training format needs
to be evaluated more carefully, with data collected to ascertain more about the efficiency of the
training being offered. Further research is recommended to determine the most common type of
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training that teachers have received for implementing EBPs, and further investigation should be
conducted into how teachers are being taught in professional development.
A heavy focus on compliance in special education teacher preparation programs, combined
with a lack of authentic practice opportunities in implementing EBPs, is hampering teacher
effectiveness with students labeled with ASD (McKinney, 2002). As a result of the international
research as stated above, Saudi universities should take critical steps and begin to emphasize
university coursework that focuses on EBPs. Pre-service preparation programs in KSA are also
taking more time to prepare special education teachers. Future research that evaluates all preservice preparation programs is becoming a necessity. Such an evaluation needs to study the extent
to which these programs provide EBPs for students with ASD. Within the Saudi national
landscape, there is very limited research available concerning qualitative evaluations of the preservice preparation programs, especially in the area of special education (Al- Mousa, 2008).
More broadly, research is also needed to more closely evaluate pre-service coursework
content, the length of the internships offered, and teachers’ skills in the use of EBPs. More indepth information and data also need to be gathered through observations of how teachers are
implementing these practices in the classroom during pre-service preparation programs. To
support the new executive framework, decision-makers in the Ministry of Education and the Saudi
university faculty members who are in charge of developing this new framework of teacher
preparation programming require ongoing data in order to make continuous improvements (Ferreri
et al., 2016).
Limitations
There are limitations that should be considered regarding this study. First, an
overwhelming percentage of the literature review was collected from research conducted in
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Western countries. This is by default, and due to a lack of literature on EBPs and teachers’
perspectives about these practices in Saudi Arabia (Althabet, 2002; Hussain, 2009). It should be
noted, however, that an equally overwhelming percentage (if not all) Saudi universities have
adapted Western research and the resultant literature (specifically from the United States and the
United Kingdom) as their main source of knowledge and pedagogy when establishing special
education teacher preparation programs (Alnahdi, 2012).
The second limitation is the English-Arabic and Arabic-English translations of the research
instruments. Although the data and the instruments for this study were tested to ensure the quality
of the translation, some inherent concerns remain with regard to inaccurate interpretations of
meaning moving from English to Arabic and Arabic to English. To lessen this limitation, any
translation of data related to this study was reviewed twice with a fluent speaker of both languages.
The back-translation strategy was used, wherein the Arabic versions were sent to two professors
in the College of Education at Northern Borders University in Saudi Arabia, who speak both
languages fluently, who translated the instruments back into English. All suggestions, corrections,
and feedback were considered by me.
Thirdly, a limitation related to the survey instrument that was used for this study is that it
revealed incomplete information on the teachers’ perspectives, given that personal perspectives
may have a quality of never-ending causality (Brutus, Aguinis, & Wassmer, 2013). To lessen this
limitation, interviews were conducted to develop in-depth understandings of the participants’
perspectives about the 27 EBPs.
Finally, as in any qualitative study, there may be limitations with regard to credibility. This
study examined Saudi special education teachers’ perspectives on the 27 EBPs specifically
designed for students with ASD through 45-minute to one-hour interviews with a total of seven
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interviewees. Occasionally, with this interview length, qualitative inquiries may be overly focused
on some particular aspect of the data, which may affect the credibility of the overall results. Tracy
in 2010 indicated that high-quality qualitative methodological research should be marked by
credibility. To lessen this limitation of the study, the peer debriefing acted as a critical detection
mechanism to determine whether the data had been carefully read and to identify whether I had
overfocused on one point or another. During the data analysis stage, I determined whether the
initial codes and categories represented the perspectives that the participants brought to the
research. All the initial codes and their recommended themes were reviewed with two disinterested
debriefers to ascertain whether my interpretation of the data was reasonable. I considered all the
debriefers' suggestions and feedback in three different sessions.
Summary of the Study
This qualitative study focused on Saudi special education teachers’ current perspectives
regarding EBPs in classrooms. Considering the lack of research in this area, the first chapter of
this study presented an overview of the Saudi educational system including the new executive
framework for the reform of teacher preparation programs. It also presented a statement of the
problem and the purpose of this study, including its significance. Definitions of the most frequently
used terms were also summarized in this chapter. Chapter 2 presented a literature review of Saudi
Arabian and American studies on the topic of EBPs as related to the education of school-aged
children labeled with autism. It also highlighted the use of EBPs as critical to student success as
promulgated by the NPDC-ASD. EBPs and teacher preparation around EBPs were, thus, presented
as the main focus of this research in terms of the implementation and teacher preparation required
for their use in the classroom.
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Chapter 3 discussed the qualitative design of this study, including the research questions
and how these questions were addressed through the data collection and analysis. A description of
the survey process and the interview process and protocol were also provided. The purposeful
sampling procedure and target population inclusion and exclusion criteria were also clarified in
detail.
Chapter 4 contains the findings of this dissertation. The results of this study were beneficial
for three reasons. First, the study specified the 27 current EBPs that special education teachers are
using in the classroom, which may support future reform objectives of the pre-service teacher
training to consider other practices. Second, this study explored how teachers use the current
practices with students labeled with ASD in the classroom and whether these practices are
evidence-based or not, as well as why teachers use certain types of interventions. Some aspects of
implementation revealed that there were several barriers impacting the participants' use of EBPs.
Other issues related to learning and preparation indicated that there is limited and insufficient
professional development for teachers in how to use EBPs. The participants also indicated that
their teacher preparation programs left them unprepared to provide effective instruction to students
with autism.
Chapter 5 discussed the findings and reviewed the implications of these findings as well as
recommendations for future research. These findings have important implications for developing
training on these practices and increasing the use of EBPs specifically designed for ASD. The data
presented demonstrate that there is room for improvement in how to implement EBPs in the
preparation programs of special education teachers working with students with autism. This
improvement can be achieved by providing more practice time in pre-service programs and using
more strategies and current research in teaching.
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